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ABSTRACT
White Identity Development:
A Process Oriented Model for Describing
the Racial Consciousness of White Americans
(February 1982)
Rita Hardiman, B.A., University of Massachusetts
M.Ed., University of Massachusetts
Ed.D., University of Massachusetts
Directed by:
Dr. Bailey W. Jackson III

The purpose of this study was to examine the pro¬
cesses by which White Americans develop a sense of
racial identity as members of a racially privileged
group in a society that has at its foundation, white
racism.

Since there were no known models describing

the process of White racial identity development this
study was devised as an exploratory and descriptive
research effort which sought to define the processes or
stages underlying the development of a healthy,

racial

identity in Whites.
This exploratory study therefore,
address five research objectives,
specific hypothesis.
were:

was designed to

rather than to test a

These five research objectives

(1) to review and critique literature on White

racial identity and to suggest a different set of as¬
sumptions about Whites on which to base future research
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on White identity;

(2) to identify generic principles

and processes in selected theories of social identity
development;

(3) to apply these generic principles as a

framework to analyze the self-described experiences of
White Americans;

(4)

to present a description of White

identity development stages illustrated by autobio¬
graphical data from selected White authors; and (3) to
suggest possible uses of the model of White identity
stages and to discuss implications of the study for
future research on racism and racial identity,

and the

implications of the study for education.
As an exploratory study of the processes of White
racial identity development,

the author first presented

a conceptual basis for the existence of White identity
stages by constructing a model of generic stages that
occur in the development of social identity.

This

# *

generic model was derived from similar or common stages
*

found in two areas of social identity theory - sex-role
identity and racial identity development.

This generic

model was used as the basis for describing a theory of
White racial identity development.

Supportive data for

these stages was provided by passages excerpted from
six autobiographies by White anti-racist activists and
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authors.

The White Identity Development Model describea

in this study consists of five distinct stages of White
consciousness and four transition periods that occur
between the stages.
Consciousness,

These stages are:

(1) No Social

which is characterized by a lack of

awareness of racial differences and racism;
tance,

(2) Accep¬

which is characterized by the acceptance of

White racist beliefs and behaviors and the unconscious
identification with Whiteness;

(3) Resistance,

which is

characterized by the rejection of internalized racist
beliefs and messages and a rejection of Whiteness;
Redefinition,

which is characterized by the development

of a new White identity that transcends racism;
ternalization,

(4)

(5)

In¬

which is characterized by the integra¬

tion of the new White identity into all other aspects
of the identity,

and into consciousness and behavior.

The author also identified several different
motives for anti-racist behavior that were described in
the supporting autobiographical data.

The study con¬

cluded with the identification of future questions for
research on White identity development and the implica¬
tions of the study for theory and practice of education.
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CHAPTER

I

INTRODUCTION
This study is concerned with the racial identity
development of White Americans.

In the absence of re¬

search on White identity development and on other domi¬
nant social identity groups,

a generic model of social

identity stages is constructed by the author through a
synthesis of sex-role and racial identity theories.
This generic model is then specifically applied to an
examination of White racial iaentity development, anu a
model of White identity development is proposed by tne
author.

This model describes the development of racial

consciousness in progressive stages ana examines the
influence of white racism on White racial identity
development.

Statement of the problem.

In recent years there has

been a develbping body of theoretical constructs and
empirical research that examine the processes of racial
identity development of various Third World groups,
(Blacks,

Asian Americans,

who live in a hostile,
1973;

Jackson 1976;

Chicanos,

American Indians)

White racist environment

Atkinson,

1

(Cross

Norten and Sue 1979).

2

This research has expanded the knowledge base on tne
ways that Third World people psychologically internalize
racism and through what processes and stages they devel¬
op a healthy,

liberated identity and positive definition

of their racial group.

It has also provided a framework

with which to understand social and political movements
such as the Civil Rights and Black Power Movement, and
the American Indian Movement

(AIM), by relating the

emergence of these social movements to the internal pro¬
cesses of psychological liberation of Third World people
in America.
However,

there has not been a parallel development

of research directed at understanding the racial iden¬
tity development processes of the dominant White group.
While studies have shown that racism negatively affects
the self-concept,

self-esteem,

of Third World children,
1964;

Porter 1971),

and identity development

(Clark and Clark 1958;

Goodman

scant attention has been paid to how

the same phenomenon of racism negatively or positively
affects the same aspects of White childrens'
cal make-up.

psychologi¬

The absence of this focus on the White

group seems to relate to a bias in the study of social
identity development in general and racial identity
development in particular,
of racism in America.

and to a bias in the study

3

Most studies of social identity focus on socially
"deviant" or "minority" groups
people,

(i.e., racially oppressed

religious minorities or cults, homosexuals), not

on dominant groups or groups that constitute the norm in
a given society.

Related to this bias is the tendency

of social scientists, most of whom are members of the
socially dominant groups,
ferent from them,

to study people who are dif¬

and to apply their own normative per¬

spective to their research (Klineberg 1971;

Ladner 1973;

Zavalloni 1973).
Race relations research,

like social identity re¬

search is dominated by a focus on the victims of racial
oppression,

or the effects of racial oppression, nor on

the perpetrators of racism,
Therefore,

the dominant White group.

whether one looks specificially at ra¬

cial identity theory or the broader area of race rela¬
tions research,
White group.

there is little focus on the dominant

This lack of attention on the dominant

group produces a situation where there is a fairly welldeveloped understanding of the victims of racism and how
it disables them,

but very little understanding of the

perpetrators and beneficiaries of racism.
ical analogy,

To use a med¬

a great deal is known about the effects

of the disease, but little is known about its causes,
and its carriers.

This ignorance may

be one reason why

4

society's attempts to eradicate racism have not succeed¬
ed,

despite legal,

social ana governmental intervention.

There are a number of research questions that could
be directed at how Whites participate in a White racist
system, and how they are effected by it.

One major

group of questions center on how racism affects the
identity formation of Whites and how Whites can begin
to develop a racial identity that moves beyond the in¬
fluence of racism.

Since there are no theoretical mod¬

els for Whites that are comparable to the models for
Third World people,

there is a need to conduct research

that would examine the processes of White identity de¬
velopment.

Such research might suggest how White iden¬

tity formation is affected by racism and if, or how
White identity develops beyond the influence of racism.

Purpose of the Study

The purpose of this study is to examine the pro¬
cesses by which White Americans develop a sense of ra¬
cial identity as members of a racially privileged group
in a society that has at its foundation white racism.
This study is an exploratory and descriptive research
'

effort which attempts to define and analyze the pro¬
cesses or stages underlying the development of a
healthy,

racial identity in Whites.
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The specific research objectives that guides this
study are:

(1)

to review and critique literature on White
racial identity and to suggest research ques¬
tions for future study.

(2)

to identity generic principles and processes
in selected theories of social identity
development.

(3)

to apply these generic principles as a frame¬
work to analyze the self-described life ex¬
periences of White Americans.

(4)

to present a description of wnite identity
stages illustrated by autooiographical data
from selected White authors.

(5)

to suggest possible uses of the model of White
identity stages, particularly as it informs
the development of educational programs for
Whites on racial issues.

Significance of the study.

This study is of theoretical

and practical significance because it is one of a few
recent studies that attempt to describe various levels
of consciousness of White Americans vis a vis White
racism and their racial identity.

The importance of

this focus on White people in the race relations field
is related to the face that the field is dominated by a
focus on the victims of White racism, oppressed racial
.minorities,

and a focus on the manifestations of racism

in various forms,' particularly in prejudiced attitudes.
Thus by focusing this study on White people this author
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is redirecting attention toward the perpetrators and
sustainers or racism.

This refocusing of the problem

is critically important in order to enhance our efforts
to eradicate racism and to promote a healthy racial
consciousness

(Terry 1970; Edler 1974;

Katz 1976).

is necessary to understand the oppressor class

It

(Whites)

and develop our knowledge base of how Whites can change
and grow,

and toward what ends they can and should grow.

This study is of practical value in that it can
provide a theoretical framework for the training and
re-education of Whites because it presents an ordered
sequence of stages of racial identity development,

wnich

in turn suggest a sequential ordering of learning objec¬
tives and training methods for Whites at each stage.

Limitations of the study.

This study is limited to the

construction of a theory that describes the process of
racial identity development in White Americans as they
become conscious of White racism and their Whiteness.
There is little theoretical or empirical work that has
been done in this area,

therefore this study is confined

to the development of a model that is based on other
theoretical wotks on social identity development,

and

the self-described process of growth of selected White
authors.
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Because this is the first study of its kind known
to the author to focus on the racial identity develop¬
ment of Whites (other studies cenducted on White people
have focused primarily on ego identity, and in some
cases ethnic identity),

the author is limiting the scope

to presenting a conceptual base for the theory and will
not attempt to establish empirical support for the
theory as part of this dissertation.
The study is limited to describing the stages of
racial identity development of White Americans only.
It is not an attempt to describe other Whites or Cauca¬
sians,

i.e.,

Europeans, White Africans, etc.

Supportive data will be limited to published autobidgraphies and unpublisheu autobiographical statements
collected from White authors and educators who have been
active in the struggle for racial justice.

These auto¬

biographical statements will be used to illustrate the
stages of racial identity development.
Definition of Terms

ftnti-Racist.

One who opposes the racist exploitation

and oppression of Third World people and who sees that
they have a stake in ending the oppression that exists.
They are willing to take the personal risks that are
necessary to fight racism,

both on a private,

individual

8

level as well as on a public,

Consciousness.
scious.

(2)

(1)

societal level.

The state or condition of being con¬

The essence or totality of attitudes, opin¬

ions and sensitivities held or thought to oe helo by an
individual or group; national consciousness
Heritage Dictionary,

(American

1970).

This term has gained more popular usage recently
that departs from the strict dictionary definition.
"Consciousness" is often colloquially referred to as
"awareness" and specifically,
such as racism,
In part,

awareness of social issues

sexism and other forms of oppression.

this term has become popularized in this

way because of the work of the Brazilian educator,
Freire,

on educating the oppressed.

Pedagogy of the Oppressed

Freire,

Paulo

in his book

(1970) defines the term con-

scientizacao - "Learning to perceive social,

political

and economic contradictions and to take action against
the oppressive elements of reality"

(p.

19),

which is

similar to the notion of consciousness-raising.
In this paper the author uses consciousness in the
popular,

colloquial sense.

awareness of the world,

Consciousness refers to

or world view.

It refers to a

pattern or set of beliefs about the world,

specifically

about oppression and one's relationship to the social

9

environment.

Race.

The concept of race within the human species has

had a long and controversial history.

For many centur¬

ies the notion that there are distinct races of people
had been a widely accepted fact and the term "race" was
used quite freely to designate anyone who was aifferenr
or foreign to the user.

"Race" has been part of the

vocabulary of the biologist,

social scientist and lay

person, meaning different things to each speaker.
example,

Pierre L.

van den Bergne

For

(1967) has found the

term used in the following four ways:
"(1) Physical anthropologists have called
races the various sub-species of homo sapiens
characterized by certain phenotypical and
genotypical traits, (e.g., the Mongoloid race
or the Negroid race).
The have not agreed
amongst themselves and biological classifica¬
tion of the human species include three to
more than a score of such races.
(2) Laypersons have used the word race
to describe a human group that shares certain
cultural characteristics such as language or
religion (e.g., the French race or the Jewish
raCe) •
(3) Race has been loosely used as a
synonym for species (e.g., the human race).
(4) Many social scientists have meant Dy
race a human group that defines itself and/or
is defined by others as different from other
qroups by virtue of innate and immutable p ysical characteristics.
These physical.char¬
acteristics are believed to be intrinsically
related to moral, intellectual ana other non¬
physical attributes or abilities.
(p. 9)
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The trend in current social science thought is to
shift from the biological to a social conception of
race.

A race has come to mean simply a class or group

of human beings who are regarded and treated in social
life as a distinctive biological group with a common
ancestry.
In this study,

the author is viewing race from a

social science perspective.

As such,

race is seen as a

social construct that is used to explain or name differ¬
ences between people in the areas of physical appearance
and culture.

Race,

as used by this author is equated

with the concept of pan-ethnicity--or those physical and
cultural characteristics that are sharea among ethnic
groups.

Thus,

when viewing race as a social construct

it is apparent that its meaning changes as the social
environment and people change.

At the present time,

in

the United States there are five racial groups that are
officially recognized by the U.S. government:
Indian or Alaskan Native;

Asian American/Pacific

er; Black or Afro-American;
or Caucasian,

however,

American
Island¬

Hispanic or Latino and White

in previous years the government

only recognized four races.

Governmental classification

of racial groups has changed several times ana it is im¬
portant to recognize the political nature of the government's approach to racial issues,

and defining racial
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groups.

Racism.

Results from the transformation of race preju¬

dice through'the exercise of power against a racial
group defined as inferior, by individuals,

and institu¬

tions with the intentional or unintentional support of
the entire culture.

In the United States at present

only Whites can be racist,

since Whites dominate and

control the institutions that create and enforce Ameri¬
can cultural norms and values.

Third World people in

America do not have access to power to enforce any prej¬
udices they may have,
racists.

so they cannot by definition be

Thus racism and white racism are synonomous.

Third World.

In this paper the author uses the terms

Third World or racially oppressed to refer to members
of Black,

Asian American,

Hispanic and Indian groups in

America.

Third World is a term that has been adopted

by some members of groups (though not all)
racially oppressed in America.

that are

Its origins date back

to the formation of alliance between nations in tne post
World War II era,

when it was coined as a phrase to rep¬

resent the nations of the world that were not aligned
with either the Capitalist nations of the West or the
Communist/Socialist nations.

Since most of these non-

aligned nations were colonized by nations in the Capi1
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ing to, or designating a major ethnic division of tne
human species having distinctive physical characteris¬
tics such as skin color varying from the very light to
brown and fine hair ranging from straight to wavy or
curly

(American Heritage Dictionary,

1970).

According

to federal classification of racial groups in America,
Whites are non-Hispanics having origins of the people
of Europe,

North Africa or the Middle East.

Design and Organization of the Study

To accomplish the objectives of this study this
dissertation is designed as follows:
In Chapter I the author analyzes the existing re¬
search and describes the state of the art as it relates
to the study of White racial identity.

Tne author then

suggests additional research guestions that focus on
White racial identity development.
In Chapter II,

the author presents a review of

various perspectives on identity and provides a review
of social identity theory,

in particular focusing on

theories of sex-role identity development and racial
identity development.

The author examines sex-role

identity in addition to racial identity for several
reasons.
theory,

First,

within the realm of social identity

sexual identity

(along with racial/ethnic iden
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tity),

is the most heavily researched area.

Secondly,

there are similarities between learning to be masculine
and feminine--or acquiring a sex-role identity,

and

learning to be a member of racial and ethnic groups.
Both situations involve a process of socialization
-through which appropriate attitudes and benaviors are
learned; and both gender ana race are

"social categorizations that have social
'rank' and values attached to them.
The po¬
sition that one's gender and ethnicity holds
in the society have powerful effects on the
person's ability to attain personal and social
rewards."
(Davidson and Gordon, 1979, p. 120)

It should be noted that the author does not con¬
sider sexual identity development and racial identity
development to be the same,

nor does she suggest that

knowing about one developmental process--sexual iden¬
tity,

explains the other--racial identity, process.

Rather the author is making use of the most developed
theories in social identity research in the hope that
these examples will illuminate the process of social
identity development in general and White racial iden
tity development in particular.
A synthesis of sex-role identity theories and
racial identity theories is presented and generic
stages within

these respective theories are defined.
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Common or generic stages across both racial and
sex-role identity development are aiscussed in Chapter
III and these stages are proposed as a generic framework
for social identity development.
To address the fourth objective,

the author applies

the generic stage framework to an analysis of selected
autobiographies by White authors in Chapter IV.

This

analysis involves the presentation of a narrative de¬
scription of each of the stages with selected excerpts
from autobiographies illustrating the stage.
appropriate,

Where

additional characteristics of the stage

are drawn from other sources.
The description of each of the stages of develop¬
ment for Whites includes:
(1)

the "world view" or consciousness of the
White person

(2)

the dissonant issues that cause the
individual to change his/her world view

(3)

the motives or self-interest behind the
movement from stage to stage.

The author has chosen six autobiographies by white
"civil rights" or anti-racism activists because these
authors speak directly of their lives as members of the
dominant White group,

while there are volumes of auto¬

biographies by White people,

few authors deal directly
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with what their racial group memoership has meant to
them and how their racial identity has developed over
time.

Therefore, only autobiographies that consciously

focus on the author's involvement with working on racial
issues will be analyzed.
To address the fifth and final research objective
of this study,

the author suggests possiole uses for

the model and identifies research questions raiseo by
the study that require future research and exploration.

Review of Literature

Introduction.

This study is concernea specifically with

how racism affects the racial identity development of
Whites.

To address this issue the author has revieweo

the literature in two related areas—race relations re¬
search and racial identity development.
of the literature review,

In section one

the author presents an over¬

view of race relations research which is focused on
White people as participants in a racist society,

and

how the focus of race relations research has been
shaped by the social context within which the research
is conducted.
In section two of the literature review the author
presents an overview of research on White identity for¬
mation and development.

17

Review of literaturs - Section I.

The study of race

relations in America has produced an abundance of re¬
search over the long history of this nation.

Yet de¬

spite all of the efforts to analyze and understand
America's racial problems, and subsequent attempts to
"solve" or ameliorate the problems,

racism continues to

flourish even as we near the last decades of the twen¬
tieth century.
ine why,

It seems imperative therefore, to exam¬

despite all of the scholarly and professional

attention directed to understanding and solving this
issue,

so little has changed in any fundamental way.

There are several possible explanations for this, not
. I

the least of which is that social problems are not
solved solely by study,
form people and systems.

but by direct action to trans¬
But the explanation that is

most relevant to this study concerns the limitations in
the way race relations research has conceptualized the
problem of racism.

For example, most race relations

research does not focus on members of the socially dom¬
inant White group,
sion.

Therefore,

but on the victims of racial oppres¬
several important questions about the

role that Whites play in maintaining a racist society
have been ignored.

Questions about Whites that have

not been addressed adequately by researchers include
the following:
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(1)

through what means are Whites socialized to
accept racist ideology and participate as
individuals in the maintenance of racial
domination?

(2)

what roles do individual Whites play in cre¬
ating racism, perpetuating racism and working
on anti-racist change?

(3)

how does racism benefit Whites - economically,
socially, psychologically, spiritually, etc.?

(4)

why are some White people actively opposed to
White racism.
What makes some White people
anti-racist?

Before we examine this issue directly,

it is important

to provide a backdrop to race relations theory.
First,

the development of theory in race relations

as in any field is affected by the social context in
which the theorist lives

(Chester 1976,

While this may seem like an obvious,

Ladner 1973).

simple observation,

it is one that has been ignored by many scholars, who
profess to be value-free and objective in their re¬
search.

This claim has been based on a belief in the

ability of the scientific method to transceno human
biases and limitations and arrive at the "truth" without
human interference.

In making this claim,

science fails

to recognize that as effective as the scientific method
may be at keeping research free of human bias,

the sci¬

entific method is merely a tool designed to study a
proolem or question that has been framed by human be-
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ings.

Human beings decide which questions and hypoth¬

eses to submit to scientific exploration, or which ques¬
tions to ask and which to ignore.
data,

People also analyze

interpret it and formulate new questions.

It is

often in the framing of the questions and the interpre¬
tation of data that human biases enter the picture.
However,

social scientists often operate as if they are

somehow outside of the situation that they are studying,
ignoring as Gouldner

(1970) noted,

that "social science

is part of the social world as well as a conception of
it"

(p.

13).

One significant characteristic that influences race
relations theory is the group composition of social sci\

.

entists in Sociology and Psychology.

It has been esti¬

mated that between 96.7 percent and 98.A percent of so¬
cial scientists are White males from middle-class and
upper-middle-class backgrounds
Mark Chesler

(1976),

male sociologist,

(Glenn and Weiner,

1969).

who is also a White middle-class

notes that:

"a social scientific enterprise made up
primarily of white males from middle and
upper middle class backgrounds . • • can be
expected to mirror much of the society's
conscious or unconscious white racism (ana
sexism and class bias as well)."
(p. 61)

Not only are these professions comprised of an over-
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whelmingly homogeneous racial/gender/class group Out the
situation is exacerbated by the propensity of this group
to fail to recognize itself as such.
In his critique of sociological theory of racism,
Chester (1976)

states that:

.
most dangerous outcomes occur when
sodologiats refuse or are unable to recognize
the white cultural and professional context
within which they exist.
Most discussions and
concerns about bias are highly inaividuated,
focusing on the technical operations of scien¬
tific work, and occasionally on the individual
moral and political biases of individual
scholars.
Relatively little attention has
been paid to the issues we have just noted,
to the collective, cultural bias of a whole
class of social theorists . . .»
(p. 64)

A second significant factor affecting race relations
theory is the broader social environment within which
research takes place.

Race relations research is par¬

ticularly susceptible to the whims of politics and so¬
cial change.

Indeed,

Blumer

(1966) states that race

relations research can be seen as driven by changes in
the social environment and that it is largely
(p.

90).

In other words,

"reactive"

race relations efforts are

often conducted in response to a crisis or upheaval in
society.

The following example highlights this point.

The post-war decade

(1944-1954) was a period of

intense research activity on race and racism,

and showed
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a dramatic increase in the volume of research as con¬
trasted with the previous decade

(Tumin 1972,

p.

338).

This increase was largely due to the fairly rapid
changes that were occurring in American society vis a
vis racial issues,

i.e., experimental desegregation of

the armed forces, migration of Slacks to urban areas,
utilization of Black manpower during the war years
(Blumer 1966,

p.

90).

Most of the research conducted

during this period of time was financed privately, by
universities,
1972,

p.

foundations or individual scholars

(Tumin

338).

In contrast,

the decade 1953-1965 produced compar¬

atively little research on race relations.

Research was

not funded heavily either by private or public sources.
Then in 1964,
time,

research efforts picked up again,

unlike previous years,

but this

the research was not only

funded by the government but in many cases was commis¬
sioned and produced by various government departments
(Tumin 1972,
activity

p.

338).

Again,

the resurgence of research

followed on the heels of social change,

the re-emergence of the Civil Rights movement,
desegregation cases,
power movement.
cited above,

i.e.,

school

and the emergence of the Black

It seems apparent in at least the cases

that the quantity and type of research con¬

ducted at various points in history is often determined

by the availability of funds and the saliency of the
issue to the general public ana the government.
A third way that research is effected by the poli¬
tical climate relates to the way that such research is
utilized or not utilized.

For example,

Tumin (1972)

describes how the information amassed during the 19441954 period was largely ignored by governmental policy
makers

(p.

336).

The findings of research conducted

during these years could have informed and in many cases
predicted,

problems that would arise in the following

decade if racist conditions were not addressed.

But it

was not until crises occurred and public attention was
directly

focused on the ghetto school,

the persistence

of de facto segregation in schools and housing in the
early part of the 1960's that government inquiry
began.

As Tumin

(1972)

states,

"Quite contrary to ordinary and wide¬
spread belief about scientific "ivory towers"
there has been a serious and despairful lag
between the time that scientists have pub¬
lished crucial research findings and the time,
if at all, that public and private policy have
moved toward any implementation of these find¬
ings."
(p. 336)
In illustration of this point he notes that the
same essential

findings of the Moynihan (1965) and

Coleman

reports and the Civil Rights Commission

(1966)
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Report of 1967 were known years earlier, yet were not
used or acted upon because the political climate was
not receptive or motivated (Tumin,
Finally,

1972).

it is important to note that all theory

on race relations in America reflects the bias of and
the state of the art of tne disciplines from which it
emanates.

Race relations theory is not an independent

academic discipline in its own right.

It has primarily

been developed as a sub-field within the sciences of
Sociology and Psychology and to a lesser extent within
Political Science and Economics.

As such the character

of research in race relations reflects the prevailing
schemes of thought and research practices of these dis\

ciplines.

As an example of this phenomenon,

Blumer

(1966) describes the situation of social psychology,
which from 1930-1950 was dominated by an interest in
the measurement of attitudes

(p.

90).

Hence,

the re¬

search of social psychologists who were concerned witn
race relations tended to focus on the measurement of
racial attituoes.

Blumer suggests that the preponder¬

ance of attitudinal studies that appeared during this
era reflected tne projection of interests of the field
of social psychology,

rather than the research needs

required by the developing body of race relations
theory.
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Recognizing that race relations research is reflec¬
tive of the social context in which it exists, the auth¬
or turns to an examination of the effects that the afore¬
mentioned points have on how theorists have conceptual¬
ized racism.

In recent years a new perspective has

emerged in race relations research that is strongly crit¬
ical of the prevailing schemes of thought and approaches
to the analysis of racism.

This perspective argues that

racism has been inadequately conceptualized because
scholars have consistently focused their attention on
either the victims of racism (racially oppressed people)
or prejudiced White people (via attitude surveys).

A

large portion of the conventional wisdom on racial issues
focuses on the victims of racism and not the perpetrat¬
ors, members of the dominant White group and their insti¬
tutions.

Racism, like all forms of oppression, involves

the interaction between a dominant group (its inaividual
members, and its institutions or collectivities), and
subordinate groups.

But traditionally, only one half of

the equation has been studied, except when Whites are
studied using the traditional format of attitude surveys.
As recently as 1979, Benjamin Bowser, and Raymond Hunt*,

* Bowser and Hunt co-chaired an NIMH grant to study
the impact of racism on White Americans, in 1980, one
of the first of its kind.
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two Black sociologists commented:
"Virtually all of the literature and the
conventional wisdom in this area emphasizes
the consequences of racism for its victims
while there is no comparable attention to
racism's incidence, motivation and conse¬
quences among White Americans.
If effective
mitigating strategies are to be possiole, con¬
sideration will have to be given to racism's
incidence among Whites.
By no means are we
suggesting that the literature on racism's
victims is complete and that no more work is
needed in that area.
Much more is needed but
we are convinced that continued research on
racism's victims alone will be of limited use¬
fulness as long as no parallel body of work
exists on racism's inception and motivation
within the larger population."
(n.p. December
10, 1979)
Kinloch (1974), Blaunder and Wellman (1973), and Terry
(1978) are some of the more vocal critics of how race
relations research has avoided looking at the crux of
the problem:

the White majority group.

Kinloch feels

that the field has been dominated by an "elitist per¬
spective" or the "conservative view of the white elite"
which views minority group problems within an assimilationist framework and ends up blaming the victim for
failure to conform to White American culture.
Blauner and Wellman, in their article "Toward the
Decolonization of Social Research" (1973) oescribe tne
dilemma that White scholars face in researching Tmrd
World communities and describe their own personal ef-
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forts to "de-colonize" their research project.

Their

conclusion after unsuccessfully trying to de-colonize
was that White scholars might do well to eschew studying
victims of racism and concentrate on their own racial
group, Whites.

They recommend that White sociologists

start

s

"investigating the ways that racist prac¬
tices are embedded in particular institutions
and the permeation of assumptions of white
superiority in American culture and personal¬
ity as well as the special situation and prob¬
lems of white ethnic groups and working class
people.
Scholars from the dominant groups
have a special obligation to confront these
issues."
(Blauner and Wellman, 1973, p. 329)
Research that does focus on White people is descriptive
and rhetorical, resulting in a field that has been aescribed by Blumer (1938) as atheoretical.

Most research

on Whites is directed at gathering data on White atti¬
tudes toward racial minorities with little consideration
of the societal context in which they are formea or de¬
fined.

Terry (1978) criticizes this approach because,

"attitude studies . . . examine particu¬
lar responses to particular issues which does
not help us to understand the mina set or.
consciousness that fits the pieces of racial
perception together.
Thus when such studies
report progress in white racial attitudes
they may be measuring a shift from one racist
belief to another."
(Terry, 1978, p. 350)
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Furthermore, a predominance of the surveys of at¬
titudes are carried out during or after racial crisis
situations, while traditionally, periods of relative
calm are neglected by researchers.
For many years, racial prejudice has been linked
to various personality disorders such as rigidity, hos¬
tility and authoritarianism, rather than seen as a state
of consciousness or ideology that results from sociali¬
zation within a racist environment for the continuation
of racial domination and privilege.

Noting a prevalent

s assumption amongst his fellow sociologists, David Well¬
man (1970) states that they tend to view racist beliefs
and attitudes held by Whites as an aberration, rather
than the norm.

By viewing racial prejudice amongst

Whites as the exception and not the norm, social scien¬
tists have obscured the issues and contributed to the
problem.
Because so little is known about White people, we
know surprisingly little about how to address White
racism, other than to treat its casualties.

Like our

knowledge base which is victim focused, our attempts ai
redressing racial inequality are also victim-oriented.
Thus we are continually trying to save the patient while
ignoring the disease and its carriers.
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Rev1ew of literature - Section IT.

Studies of racial

identity can be roughly sub-divided into two groupings:
typological or non-process oriented research and process
oriented research.

Non-process oriented research exam¬

ines several aspects of racial identity including:

(1)

racial self-designation, or the spontaneous use of a
racial term to describe oneself;

(2) racial self-identi¬

fication (conducted primaily on children) or the accur¬
acy with which subjects correctly classify themselves
with a doll or picture of the same race; (3) racial
awareness and racial attitude development (again mostly
conducted with children as subjects) which focuses on
the subject's awareness of visible differences between
races and feelings attached to different racial groups.
Also included in this category are studies that result
in a typological or classificatory scheme which categor¬
ize subjects based on their attitudes about themselves
as members of a racial group and about other racial
groups.
*

In contrast, what is being referreo to as processoriented research is research that "attempts to describe
each of several stages, states or levels that a person
or group traverses in identity transformation" (Hall,
Cross, Freedle, 1972, p. 157).

Process-oriented re¬

search is less prevalent than non-process although it
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can offer a deeper ana more dynamic insight into an in¬
dividual's identity over time, rather than presenting a
static picture of identity.
There is a paucity of research on White racial
identity and what little that does exist tends to fall
into the non-process oriented category.

It is important

to state at this point that while identity research has
always included White suojects, the subjects are gener¬
ally not studied as a racial group, nor is their racial
identity the object of scrutiny.
Most identity research is psychologically oriented
and is concerned with ego identity, or with disorders
that result from identity diffusion and identity fore¬
closure (Erikson 1950, 1958, 1959, 1968; Dignan 1965;
Bios 1962; Greenacre 1958; Jacobson 1964; Strauss 1959).
Social characteristics such as race, ethnicity, and
economic class are generally considered in these studies
only when they may impinge on the normal process of ego
identity formation (Hauser 1971; Ward and Braun 1972;
Wheelis 1958; Smitn 1975).
Studies of identity that are concerneo with tne
social aspects or social identity, are usually found in
social psychology, sociology and anthropology.

Most

research on social identity in yeneral and on racial and
ethnic identity development in particular are conducted
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on racially or ethnically oppressed groups, i.e., blacks,
Chicanos, Asian Americans, Jews and unassimilated White
ethnic groups.*
Part I - Non-process oriented research with White sub¬
jects.

Most research on racial identity of Whites is

non-process oriented.

Research of this type can pernaps

best be described as analogous to a snapshot photograph.
It provides a static picture of certain attributes of
the subjects at the point at which they are studied.
It is typically not concerned with whether the subjects
had the same qualities before the study was conducted,
or how the subjects have changed or developed over time.
Therefore, studies designated by this author as non-pro¬
cess focus on three major issues:

(1) whether race is

a salient aspect of social identity for White people,
(2) how White people feel about themselves as Whites and
about people of other races, and (3) how White people
make sense of the condition of racial oppression, and
where they personally stand with regard to anti-racist

* A search of Psychological and Sociological Ab¬
stracts for the past ten years yielded 12 references on
Blacks; three references on Mexican-Americans; five ret
erences on Jews; four references on Asian Asians; one
reference on French Canadians; and one reference on
Slavic Americans.
There were no references on White
identity.
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solutions.

Studies that are concerned with the first

two issues are typically conducted witn children as sub¬
jects, while adults are most often studied by research¬
ers concerned with racial oppression.
The first studies reviewed in this section involve
research on racial self-designation.

Research on racial

self-designation is generally concerned with the saliency of race for an individual's identity.

Common meth¬

ods for assessing the importance of race to an individ¬
ual include instruments such as the TST (Twenty State¬
ments Test) or non-directive questioning where subjects
are asked to describe themselves.
Research in this area generally invclves testing
\

hypotheses that minority-group children regard race as
more salient to their conception of self than majority
children.

Most studies therefore compare the responses

of Black, Hispanic, Asian and White children to each
other.

Not surprisingly the findings in most studies

of this type confirm that Black, Hispanic and Asian
children spontaneously mention their racial or ethnic
identity to a much greater degree than White children.
McGuire, McGuire, Child and Fujioka (1978) found 1 per¬
cent of the White English-speaking students mentioning
their ethnicity whereas 17 percent of the Black and 14
percent of the Hispanic children mentioned their ethni-

32

City spontaneously.

Wellman (1971) found Blacks 3.40

times more likely than whites to identify themselves in
terms of race.
Various interpretations are made of these data.
McGuire et al.

(1978) suggest that White children do

not identify as such because they represent a numerical
majority

(in the U.S. ) and do not stand out as being

distinct in a group.

Therefore,

they do not focus on

how they are different from the norm (at least in terms
of race or skin color) oecause they are the norm.
ondly,

Sec¬

they also suggest that individuals are aware of

and identify with their race or social group to tne ex¬
tent to which they are victims of prejudice and discrim¬
ination as a result of belonging to that group.
fore,

There¬

White children who are not victims of prejudice

and discrimination because of their race,

are not as

conscious of their racial group membership as are chil¬
dren who are made painfully aware of their race.
Wellman finds Whites mentioning religious affilia¬
tion more than twice as frequently as Blacks

(14.4 per¬

cent and 6.2 percent) and ethnic heritage many times
more
60).

(5.1 percent and 1.4 percent)

(Wellman 1971, p.

Wellman also found that race becomes an increas¬

ingly significant part of one's self description as
one's racial group becomes more of a minority,

or be-
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comes equal in proportion to other racial groups.

Thus,

in a school system where the racial composition of stu¬
dents changes from all White or predominantly White to
half White students - half Black students, White stu¬
dents become more aware of their racial identity and
are more likely to self-describe themselves in terms of
their race.

He concludes with the observation that

"the saliency of racial identity increases as
soon as the proportion of others of the oppo¬
site race becomes high enough to maKe them
clearly visible, even when this proportion is
not a majority."
(Wellman 1971, p. 62)

In a related vein,

studies of racial self-identi-

fication are concerned with the accuracy with which
children classify themselves as members of a particular
race.

But as in most studies related to racial identity

issues,

these studies are generally designed to test

hypotheses aDOut racially oppressed groups.
ple,

For exam¬

studies that are concerned about the effects of

living in a prejudiced environment on the self-esteem
of Black children are prevalent in this group.

Studies

of this type typically employ dolls or pictures as means
of measuring childrens'

capacity to correctly classify

themselves with the doll or picture of the same race.
Whites are usually the control group or comparison group
for interpreting the data on mis-identification by Black
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children (Porter 1271).
The most consistent finding in studies of racial
self-identification is that White children identify
themselves more accurately than Black children (Goodman
1964; Morland 1958,
1958).

1966; Porter 1971; Clark and Clark

That is, White children correctly identify

themselves as looking like a picture of a White child
or a White doll, more consistently than Black children
correctly identify themselves with a Black doll or
picture.

There is little research available on differ¬

ences between Whites
Morland

(such as class, color,

sex) but

(1958) suggests that southern Whites tend to.

identify slightly more correctly than do northern Whites
(Porter 1971,

p.

36).

The process of racial self-iaen-

tification is seen by most researchers as an affectively
laden process,

because it involves not only the cogni¬

tive capacity to recognize racial differences,

but the

willingness to admit that one is a member of a group.
In light of the pervasiveness of negative stereotypes
of Blacks and other Third World people in this culture,
classifying oneself as a member of a socially devalued
group is assumed to be a difficult task.

Indeed re¬

search on Black children's tendency to mis-classify
themselves has been used as evidence in legal struggles
to attain civil rights for Black Americans.

This is
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the guiding assumption behind much research of this
type " £rejudice and racism make Third World children
reluctant to identify with a socially despised group.
But what does this research suggest about White chil¬
dren?
First,

it must reiterated that most stuoies are

primarily concerned with Black children,
children are used as controls,

and White

so analysis of their

responses tends not to be the major focus of the re¬
searcher.

It is assumed that Black mis-identification

results from a reaction to prejudice and societal ra¬
cism.

But when White children mis-identify,

researchers

are puzzled and are more likely to search for causes
that can be attributed to the child's age, cognitive
development or a flaw in the research methods.

On the

other hand when White children correctly identify them¬
selves there is no discussion of why this is so,

except

to say the White children generally internalize a favor¬
able image of their race,

so they have no problem owning

up to their racial group membership.

It is seen as an

affectively neutral or positive process for White chil¬
dren to do so.
to make,

While this seems like a fair assumption

it is striking to this author that researchers

do not explore the effect that internalizing a racial
self-image that is favorably portrayed in a White
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supremacist environ- ment, has on white chilaren.
Frenkel-Brunswick and Kutner both feel that racial
membership "may not be an integral part of the selfimage

of the White child; his reaction depends to a
large extent on his particular personality
structure and the region of the country in
which he lives.
The fact that he is white,
then, cannot be expected to have an unfavor¬
able effect in most circumstances on the way
the white child views himself; Whiteness may
be a favorable or neutral factor in the deter¬
mination of his ego structure."
(Porter
1971, p. 114)
While spontaneous racial self-designation and ac¬
curate racial self-identification are concerned with
when and how children develop a sense of racial group
membership,

race awareness studies are concerned with a

more basic issue - at what age do children become aware
of physical differences between groups and the social
meaning attached to those differences.

Porter (1971)

states that racial awareness is defined as,
"knowleoge of Doth the visible difference be¬
tween racial categories and the perceptual
cues by which one classifies people into tnese
divisions."
(p. 22)
Although for many years it was widely assumed that
children were ignorant of racial differences throughout
their childhood years,

most recent studies

(commencing
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with Ruth Horowitz'

work in 1939) show that race aware¬

ness occurs as early as 2-1/2 to 3 years with age 4 gen¬
erally agreed upon as the age where this concept is sol¬
idified

(Goodman 1964; Clark and Clark 1938; Stevenson

and Stevenson 1960; Norland 1958; Porter 1971).
Most studies of race awareness are conducted on
Black children with less being known about children of
other racially oppressed groups and still less being
known about White children.

Kenneth Morland is one of

the few researchers in this area who has specifically
studied White children.

He has found that White chil¬

dren may be aware of racial differences as early as
three years.

Research that does sample both Black and

\

White children indicates that Black children have a
greater realization of racial differences than White
children do

(Horowitz 1939; Gooaman 1964; Morland 1958).

Although Morland's data in contrast suggests that south¬
ern White children may have equal or greater awareness
of race than southern Black children.
Studies of children's racial attitudes picK up
where awareness studies leave off.

Children's attitudes

about racial differences are frequently measured through
doll-choice tests.

The overwhelming evidence collected

to date suggests that children of both races,
White,

Black ana

tend to exhibit a preference for White dolls
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(Horowitz 1939;
Ammons 1950;

Trager 1950; Goodman 1964; Morland 1958;

Asher and Allen 1969).

However tnere are

aspects of doll-choice studies that make these conclu¬
sions suspect.

First, White doll preference varies with

age and region for children of both races and the stud¬
ies referred to above do not investigate the effects of
variation in age,

sex,

contacts on preference.

class,

region, and interracial

Also some investigators such

as Porter (1971) questions the assumption that White
doll preference measures racial attitudes.

She suggests

that since White dolls are more available on the market,
children may be choosing a doll similar to the one they
have at home,

rather than expressing a preference for

Whiteness.
Four consistent conclusions emerge from non-process
research:
(1)

Whites tend not to self-designate tnemselves
as White, as frequently as members of racially
oppressed groups designate themselves racial¬
ly, the conclusion drawn from this phenomenon
being that race is not a salient issue for
Whites because they are in the Majority ana
don't stand out as different, but race is a
salient issue for Blacks; Hispanic and Asians
because they are the victims of racism.

(2)

Whites tend to classify themselves in the
appropriate racial categories more frequently
than do Blacks or Blacks mis-identify more
frequently.
The conclusion drawn from this
occurrence is that self-identifying as
1 e
is an affectively neutral or positive process
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for Whites; the converse of this being that
self-identifying as Black is an affectively
negative process.
(3)

Whites have less awareness of racial differ¬
ences than Blacks.
The conclusion arawn from
this observation is that Blacks are more sen¬
sitive to race as an issue because they are
minorities and are subject to oppression.

(4)

Whites and Blacks both tend to prefer White¬
ness (vis a vis Doll Choice tests and picture
tests).
The conclusion drawn here is that
Whites/Blacks internalize an image of White¬
ness as "good" and Blackness or Browness as
"bad."

As stated above,

it is important to recognize that

in the majority of studies conducted on racial self-des¬
ignation,

racial self-identification,

race awareness and

racial attitudes in children, White subjects are rarely
the focus of the study.

In most cases Whites are useo

as the norm against which children of other races are
compared.

The reason for this trend is that many of the

researchers who conceptualized these studies were con¬
cerned about the effects of racism on Thiro World chil¬
dren.

The general thrust of these studies therefore was

to examine how negatively Third World children have
fared in a climate of racial prejudice,

compared to

children who aren't subjected to racial prejudice
White children).

An a priori assumption,

(i.e.,

then is that

White racism has no affect on White children.

The ab¬

sence of attention paid to this issue is significant.
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For example,

Judith Porter (1971) cites Frenke1-Bruns-

wick and Kutner's conclusion that

racial membership may not be an integral part
of the self-image of the white child
"
(p. 114)

It appears that these authors are making this statement
based on an assumption that racism only effects Third
World children,

that it is not part of the socialization

experiences of White children,

and that White racial

identity is not influenced by the ideology and practice
of White supremacy.
Katz

(1978),

Beck (1973) and Citron (1969) in con¬

trast draw different conclusions based on their assump¬
tion that White racism does affect Whites.
notes that the U.S.

Katz

(1978)

Commission on Mental heaitn (1963)

declared that racism is a major health hazard in America
and that its effects "severely cripple the growth and
development of millions of our citizens young and old
alike"

(p.

11),

these authors feel that White racism

harms Whites psychologically and renders them unfit to
live in today's world.

One way that this harm occurs

is through the delusion of White superiority.
(1978)

Katz

says that,

"Racism and ethnocentric ideologies envelope
White people so that they are unable to exper-
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ience themselves and their culture as it is
(sic) . . . this phenomenon has been perpetuated through omission and emphasis, leading
to a belief tnat everything great that was
ever done in the world was the work of
Whites."
(p. 13)

In his paper "The Rightness of Whiteness:

World

of the White Child in a Segregated Society," Abraham
Citron

(1969) sums up what he feels are the overall

effects of racism on the White child,

"White-centeredness is not the reality of his
world but he is under the illusion that it is.
It is thus impossible for him to deal accur¬
ately or adequately with the universe of human
and social relationships ... He also learns
salience, that is what portions of his envi¬
ronment are important to him, and to which he
must react.
He learns in his White world the
importance of reacting in a certain way to
skin color . . . Children who develop this
pattern learn dependence on a psychological
or moral crutch which inhibits ana deforms the
growth of a healthy and responsible personal¬
ity . . .
(pp. 14-16)
He goes on to say that this pattern produces White chil¬
dren who can feel more comfortable with and affinity for
members bf different species

(i.e., dogs and cats) than

they can for members of their own species who are of a
different race

(p.

16).

This author proposes another possible interpreta¬
tion of the data from the aforementioned studies that
is based on assumptions akin to those of Katz ana
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Citron.
This author's assumptions are (1) that everyone is
a member of a social group whether they are always con¬
scious of it or not,

and their social group membership

operates as a conscious and unconscious frame of refer¬
ence with which they order their experience.

Therefore,

whether or not Whites consciously self-designate them¬
selves as White,

they are operating from this uncon¬

scious White frame of reference.
(2)

White racial identity is influenced by the

pervasive presence of the ideology and practice of White
supremacy and Whites are socialized as a result of tnis
presence,

to see themselves as superior,

or (in a more

subtly superior way) as "normal" or "human."

This sense

of superiority provides them with a social definition
of self that is dependent on the perceived inferiority
of socially subordinate groups.

This sense of superior¬

ity makes it difficult for them to relate to people who
are racially different.
(3)

This sense of superiority makes them psycho¬

logically unhealthy and dependent on the presence of
racism for a positive sense of self.

This dependency

may be one factor that makes racism necessary,

to

maintain.
Given these assumptions,

what other interpretations
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of the aforementioned aata could be made?
Conclusion #1 - Whites self-designate racially less
frequently than Blacks,

Hispanics,

and Asians.

The re¬

searchers conclude that race is not a salient issue for
Whites.
the data,

While this conclusion makes sense in light of
another interpretation could be that race is

a salient issue for Whites (as evidenced oy studies on
who Whites want for neighbors, bosses,
spouses for their daughters),

and as possible

out tests such as the TST

and other instruments used in self-designation studies
do not explore the ways in which race is a salient
issue for Whites.
A second interpretation could be that although
Whites do not stand out as minorities in America,

and

do not experience the same victimization ana oppression
as Third World people,

it is inaccurate to assume that

White racism does not have negative psychological ef¬
fects on members of the White group.
A third interpretation could be that Wnites aeny
their race because of guilt related to racism.

During

the Civil Rights/Black Power/American Indian Movement
period anti-White sentiment on the part of Blacks,

In¬

dians and other racially oppressed groups was given
public voice.

White guilt about racism in light of this

anti-White rhetoric could have produced in Whites during
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that period (and in subsequent years) a reluctance to
"own" their Whiteness,

to avoia "owning" their status

as an oppressor (Katz 1978).
Conclusion #2 - Blacks mis-classify themselves more
frequently than Whites.

The prevailing interpretations

drawn from this data is tnat Blacks mis-identify tnemselves as White because they do not want to be Black.
Or stated in the positive, they want to be White - be¬
cause White is seen as good,
etc.

superior, competent, clean,

But the conclusions drawn about why Whites cor¬

rectly identify themselves say that self-identification
is an affectively neutral process for Whites.

Why are

not the same conclusions that are drawn about blacks,
applied to Whites?

Is it possible that in some cases

the White children may be choosing the White doll or
picture for the same reason the Black children are because they see White as good,

superior,

etc.

White children correctly identifying themselves,
the Black children,

Are
or like

are they choosing an image that they

have been socialized to value ana hold up as aesirable
and superior?

While it is inoeed unfortunate that Black

children are seen to prefer Whiteness because of inter¬
nalized racism,

it is interesting to note that the same

authors who express these concerns about Slack children
do not express concern for the psychological health of
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White children who also internalize racism and a sense
of false superiority.
Conclusion #3 - Whites are less aware of racial
differences than Blacks.

While this author supports the

conclusion that Whites don't have to be sensitive to
race for survival reasons another reason they could be
less aware is because they are raised in an environment
that is based on White norms,
people,

with all or mostly White

in what Citron refers to as "White ghettoes."

They may be less aware of racial differences because
everything in their environment supports the primacy of
Whiteness.
Conclusion #4 - Blacks and Whites prefer Whiteness.
While this author supports the hypothesis behind this
conclusion,

she has difficulty with the tenoency of

these researchers to focus most of their analysis on
the negative effects of internalized racism only on
Third World children.
In this final section on the review of non-process
models,

the author presents an overview of two models

that are concerned with White adults.
Moving beyond the concern for visible racial dif¬
ferences,

doll-choice and self-classification, tne fol-

lowing two models deal with typologies of beliefs held
by Whites about racial oppression.

The first model to
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be discussed was developed in 1976 by Judith Caditz.
Disturbed by the conventional sociological wisdom
that suggests that working class,

poor,

or poorly edu¬

cated whites are the source of "opposition to the prin¬
ciples of the American Creed and racial integration,"
Caditz found that upper and middle class Whites witn
good education support the same positions that lowerclass Whites do vis a vis race relations, when their
status is threatened
words,

(Caditz 1976, preface).

In other

she found that many upper and middle class Whites

support social justice issues,

and equal opportunity,

but when their particular status interest
prestige,

life style)

(i.e.,

is threatened by an issue,

job,
their

position changes and their "liberal" stance takes a back
seat to self-interest.
Using a random sample of Whites from a local chap¬
ter of a national organization that endorses "liberal,"
i.e.,

equal opportunity and social justice policies,

Caditz conducted lengthy interviews with subjects con¬
cerning six interracial situations - (1) bussing;

(2)

entrance of Slacks into respondent's occupational field;
(3)

Blacks moving into respondent's neighborhood;

(4)

the quota system as the basis for college admission to
obtain a proportionate representation of minority stu¬
dents;

(5)

rentals to Blacks in white-occupied apartment
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buildings and

(6) hiring of Blacks.

These situations were selected because they repre¬
sent situations that generate conflict between belief
in equality,

integration,

to their life styles,

etc.,

i.e.,

jod security, children's

educational future, prestige,
that

"favorable"

and other values central

etc.

Her results showea

(pro-integration) responses variea de¬

pending on the importance of certain status dimensions-religion,

ethnicity,

and style of life.

social class,

education,

occupation

Those whose status dimensions were

not important adhered to their commitment to racial
integration.
In light of her findings,

Caditz developed a typol¬

ogy of ideal-typical white liberals, consisting of the
following eight types.
Type 1 - The Color Blind White Liberal is the indi¬
vidual who "absolutely,

emphatically,

and unmistakenly

affirms a belief in non-discrimination," referring to
the belief that color doesn't matter no matter what the
situation is

(p.

166).

Type 2 - The White Liberal Plus.

These, indiviauals

go beyond equal opportunity and "desire to make up for
the past inequities that Blacks have suffered."

Inher¬

ent in this person's belief system is the assumption
that the more different racial groups have contact witn
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each other,
tion,

the less prejudice there will be.

having Black friends etc.

In addi¬

is a new status symbol

and is seen as tne "in thing."
Type 3 - The Conditional White Liberal.

These in¬

dividuals favor integration but with certain qualifiers
or conditions attachea.

For example, busing is only

acceptable as long as it is not white children who are
bused to black schools; quotas for higher education are
acceptable as long as standards prevail; hiring Blacks
is OK as long as customers, clients or otner employees
don't object.
Type 4 _ Compartmentalized White Liberal.

This

liberal is a true liberal in certain situations but in
others s/he deviates from typical liberal positions,
therefore s/he has compartmentalized his/her liberalism.

"for example, these liberals may be
against busing in the schools and quotas in
the colleges because they perceive these sit¬
uations as detrimental to their children's
status attainments; but at the same time, they
might hire Blacks and take pride in the visi¬
bility of Blacks at their place of work.
(p. 166)
Type 3 - White Liberal in Conflict.

This liberal

represents "a liberal in the throes of belief dilemmas
or role conflicts"

(p.

discriminatory measures

167).

They express general anti

but when it comes to specifics,

or the oeprationalization of anti-discriminatory mea¬
sures,

they find their positions are in contradiction

with their "general" liberal outlook.
Type 6 - The White Liberal in Retreat.

Another

term for these people might well be "former liberals."
While they once held liberal's attitudes they now "disidentify with the traditional white liberal roles and
withdraw support for measures implementing racial inte¬
gration"

(p.

167).

Type 7 - Reaffirmed White Liberals.

Some wnite

liberals will embrace their original commitment to eth¬
nic integration.

Though in conflict when particular

situations arise on the interracial arena,

they resolve

their conflicts by dedicated endeavors to facilitate
legal and social measures to attain integration in
American society .
Type 8 - White Liberal Redefined.

These liberals

no longer view integration as the essential or ultimate
goal that will solve racial problems.

Rather this type

believes in "egalitarianism" and "non-discrimination"
as essential values or principles that should be used
to guide strategies for achieving racial justice.

These

liberals hold beliefs that are consistent with the "ioeology of the black power movement"

Cp.

167).

While Caditz does present a non-process oriented
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typology of characters, her model does imply that people
can change beliefs and hence change types.
the White Liberal in Retreat,
integration,

is no longer.

while once committed to

For reasons that Caditz sug¬

gests are related to status threat,
Retreat has,
ical groups.

For example,

the White Liberal in

or is in the process of, changing typolog¬
Also,

the Reaffirmed White Liberal and

White Liberal Redefined are types that result from a
process of re-examination of issues and re-commitment
to previously held beliefs,
The second model,
(1978),

but within a new framework.

developed by Robert W.

Terry

well known White activist and author of For

Whites Only

(1970) and "The White Male Club" (1974),

consists of a typology of White Structures of Belief
that concerns itself with critical issues that are
largely

ignored in the literature on White racism:

White self-interest in eradicating racism,
belief structures

(or mind sets).

and White

He attempts to ad¬

dress these issues by developing a model that relates
White belief and self-interest to Lawrence Kohlberg s
stages of moral reasoning.

The model consists of six

structures of belief,* (1) Racial Supremacist Advocates

* defined as the "culturally shared
sets that
orient people to understand their self-interest
(Terry,
p.

350).
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(2) Free Market Advocates,

(3) Open Systems Advocates,

(4) Radicals as Class ana/or Color Aavocates,
Culture Advocates,

(6)

(5) New

Emergent Pluralist Advocates.

These six structures of belief are comprised of nine
dimensions:

(1) the basic operating model underlying

the belief structure;

(2) the key values of the belief

structure;

(3) the mode of relationship;

to values;

(5) how racism is defined from this belief

structure;

(6) how the individual operates as a racist

from this belief;
action;

(4) the threat

(7) contradiction between belief and

(8) positive self-interest to work for anti¬

racist change and

(9)

anti-racist direction.

After

presenting these nine dimensions of each of the six
structures of belief,

he lists Kohlberg's stages of

moral reasoning that correspona to each of his struc¬
tures.

His model is presented in chart form on the next

page.
Terry hypothesizes that his structures of belief
may be developmental and he offers anecdotal examples
of how he has seen inaivioual movement from stage to
stage

(p.

370).

But his model is presented as a ty-

pology of White structures of belief, therefore it is a
non-process model.
The models presented by Caditz and Terry are very
different,

but they both examine an often ignored issue
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in the discussion of whites and racism—white self-in¬
terest,

in maintaining racism and White self-interest

in eradicating racism.
Both of the moaels are presented as two typologies
of White positions on racial issues.

Caditz's study

concentrated on differentiating between types of White
liberals,

Terry’s model attempts to describe Whites who

range from active racists to anti-racist pluralists.
Caditz's study is significant because she grapples
with a controversial substantive issue--the conflict
between professed beliefs and personal self-interest.
In her study she found that White liberals who have
been espousing integration and racial equality renege
on their commitment to these beliefs when it threatens
their self-interest.

It was easy for Whites to be "lib¬

erals" on racial issues when the consequences of change
didn't threaten them.
their lives,

But when change means changing

they have to re-assess their liberal stand.

Implied in her title is that the archtypal White liberal
is in transition as a result of having to face up to
real change in racial interactions.
Terry's model is somewhat unique in that he pro¬
vides a theoretical framework for understanding Whites
in a field where research is atheoretical and primarily
descriptive.

By suggesting that there are different
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ways that people make sense of racism and that these
different views effect how they view the need for
change,

he offers a multi-dimensional approach to work¬

ing with Whites on racism.

This represents a definite

improvement over the one-dimensional view of social
change that assumes all Whites see racism the same way,
and that appeals to limited types of self-interest to
promote change.

Part

II - Process-oriented research on Whites.

In this

section two process-oriented models of White development
will oe reviewed.
search is,

As sketchy as the non-process re¬

the process-oriented work is even less

prominent in race relations theory.
The first model to be reviewed focuses more direct¬
ly on "identity" issues than does the second, which in
its author's terms is a continuum of anti-racist devel¬
opment stages which describes the subject's awareness
of racism.

Both studies are fairly recent, having been

conducted during or after the most recent re-emergence
of the Civil Rights ana Black Power movements of the
1960's and 1970's.
Charles Levy,

author of Voluntary Servitude,

in the Necrtro Movement

(1968),

"stages through which Whites

Whites

describes in his book the
'in the Movement'

pass as
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they move toward a recognition of the mistrust directea
at them"

(Levy, preface).

As such, his study, which he

describes as "unstructured participant observation" is
concerned with describing the suojective reality that
Whites are experiencing as they recognize their White¬
ness and how they are seen by the Blacks they are trying
to help.

His observations are limited to Whites "in the

Movement," which refers to White students and teachers
who were civil rights activists in the South in the mio1960's,

or Whites who went South to study and/or teach

at Black colleges during the same period.
Levy’s interest in this issue stems from his per¬
sonal involvement in the situation he was studying.

He

was a White faculty member at a Southern Black college
and was "in the Movement," so to speak.
scribes,

in anecdotal fashion,

His book de¬

the troubling experiences

of liberal, committed Whites who were not aware of their
paternalism and assumption of dominance when working
with Blacks,

and the processes through which they came

to understand the growing conviction amongst Blacks tnat
Whites were not wanted in the Black civil rights move¬
ment.

The result of his unstructured observation is an

enlightening look at the education and de-anesthetlzation of White liberals as they come to terms with their
Whiteness.
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He describes four stages that Whites experience in
this process of awareness:

(1) Contentment,

nation,

(4) Dismay.

(3) Awkwardness and

Contentment.

During this stage,

(2)

Inoig-

the involvement

of Whites in civil rights organizations is positive and
is accompanied by feelings of contentment,
eousness and commitment to the cause.

self-right¬

Whites believe

that they are doing the right thing and generally feel
that their involvement in the struggle is appreciated
by Blacks and that they are accepted as "people" or as
"brothers and sisters."

The phase of contentment is a

result of the shields that exist between the way Whites
see themselves and the way that Blacks see them.
part,

the Whites'

In

own needs to be liked and affirmed by

Blacks obscures their vision and distorts the true re¬
action of Blacks in the movement.

Levy states chat

Whites were very dependent on Blacks for approval and
notes that

"the dependence of the White largely results

from rejection of the White world and in
its place, an acceptance of the Negro world.
The two factors are closely related.
The
rejection is used by the White as a basis for
acceptance; he offers it to the Negro and
himself as certification of his disengagement
from Whiteness."
(p. 8)
Although Whites are exposed to hostility ana distrust
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from Black colleagues in the Movement,

they oon't know

how to make sense of it, and frequently dismiss it as
an exception.
After repeated exposure to mistrust,
enter a stage of Indignation.

the Whites

Levy says that this

stage is characterized by "partial recognition of the
mistrust and
a total rejection of its legitimacy.
Because he does not sense the depth of the
mistrust, the grounds presented for it appear
at best, irrelevant."
(p. 23)

Whites react with indignation and often outrage at the
suspicion that is directed at them because they feel
above reproach.

The Whites have a view of themselves

that is very different from their view of White racists
--the Southern rednecks and segregationists--tnerefore
they resent being seen as White or as anything other
than helpful.
As they encounter more mistrust and hostility over
time they begin to accept it as real and prevalent and
move to the third stage - AwKwarones_s.
to deal with the mistrust,
try to seek

In an attempt

Whites again reject it and

"exemption" or prove that they are different

from other Whites,

or are not White but "human" or one

of HUs"—in the "movement;" not the

"them" of Southern
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society:

the segregationists.

lo secure this exemption

Whites oegin to "walk on eggs" in interacting with
Blacks.

They try to minimize their Whiteness by not

calling attention to race.

Levy says that at this stage

the White

"assumes he controls the effect of his
Whiteness.
This assumption is itself an ex¬
tension of Whiteness.
More specifically the
White is suggesting that he only alerts the
Negro to his Whiteness when he makes reference
to race or color that are both artless and
explicit."
(p. 33)
He notes that Whites develop many different devices for
discounting mistrust and hostility that is directed at
them,

sometimes by referring to the mistrust as an ex¬

ample of an individual Black person's personality prob¬
lems or hang-ups.

Whites at this stage try very hard

not to make mistakes or offend anyone,

but they find

themselves in a situation where even their best intended
remarks and actions backfire.

Levy says that the White

person at this stage does not see themselves as White.
Up to this point in their development,

the Whites have

seen themselves as people or as the norm.
taken their racial identity
scious to them.

They have

for granted--it is uncon¬

But by encountering Black hostility

and mistrust toward their Whiteness,
of «ho they are racially.

they become aware

Despite efforts to transcenO
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the segregationists.

To secure this exemption

Whites begin to "walk on eggs" in interacting with
Blacks.

They try to minimize their whiteness by not

calling attention to race.

Levy says that at this stage

the White
"assumes he controls the effect of his
Whiteness.
This assumption is itself an ex¬
tension of Whiteness.
More specifically tne
White is suggesting that he only alerts the
Negro to his Whiteness when he makes reference
to race or color that are both artless and
explicit."
(p. 33)
He notes that Whites develop many different devices for
discounting mistrust and hostility that is directed at
them,

sometimes by referring to the mistrust as an ex¬

ample of an individual Black person's personality prob¬
lems or hang-ups.

Whites at this stage try very hard

not to make mistakes or offend anyone, but they fine
themselves in a situation where even their best intended
remarks and actions backfire.

Levy says that the rthite

person at this stage does not see themselves as White.
Up to this point in their development,

the Whites have

seen themselves as people or as the norm.
taken their racial identity
scious to them.

for granted—it is uncon¬

But by encountering Black hostility

and mistrust toward their Whiteness,
Of

Tney have

who they are racially.

they become aware

Despite efforts to transcend
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race or gain exemption from the label by identifying
sometimes consciously, often unconsciously with Black¬
ness,

the Whites arrive at the discovery of their White¬

ness and its implications for their involvement in a
Black movement.

Concommitant with the acceptance of

their racial identity,

they also recognize that it ex¬

cludes them from securing the trust of Blacks,
need so desperately.

This process of awareness leaves

the White person with an "unobstructea,
view of himself"

that they

(Levy,

p.

121).

awareness results in Dismay,

though desolate,

Thus the process of

the fourth stage.

Levy

explains that

"in trying to cope with this discovery
of mistrust, the White may well become still
more conscious of his Whiteness and begins to
undergo a disengagement from Negroes that
typically follows the discovery of mistrust."
(p. 121)
This disengagement can be a slow,

gradual process or

can occur by abrupt departure from the Movement's
organizations.
Levy's model and his book end with the stage of
Dismay.

His study doesn't suggest the implications of

Dismay on the White volunteers,

except to note that

they often leave the South and the movement and return
home;

nor does he discuss the effect that discovering
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Whiteness has on the volunteer's future development.
The second process-oriented model of Wnite develop¬
ment is more recent.

It was developed in 1977 by Edward

Hecht as part of his Ph.D.

dissertation.

Hecht hypothe¬

sized that anti-racist Whites may go through a series of
identifiable stages in becoming anti-racist.

He first

developed an anti-racist behavior survey which he admin¬
istered to 39 subjects.

Based on scores obtained from

this survey he divided the subjects into three groups:
high,

medium and low anti-racists,

and selected the

high anti-racist group for interviews.

The interviews

were used to refine the anti-racist continuum that he
proposed.
His original continuum was revised basea on anal¬
ysis of the interview data and his subjects were coded
into stages on the continuum.

The original continuum

which consisted of seven stages was divided into three
discrete continua,

each representing a different dimen¬

sion of experience—cognitive,

behavioral and affective.

Hecht modified his model because his interviews present¬
ed him with data that indicated oiscrepancies between
subjects'

thoughts,

points in time.

feelings ana actions at different

He found that

"it was not uncommon for

someone to experience all tne stages described in the
cognitive continuum while only going through some of the
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stages

in the

affective continuum"

The stages

(p.

62).

in the three continua are listed below:

Cognitive continuum.
(1)

Interest

in Black people or in Black culture

(2)

Awareness of Prejudice

(3)

Understanding

(4)

Understanding of Cultural Racism

(5)

Knowledge of White Skin Privilege and the
Role of White People in the Struggle Against
Racism

of

Institutional Racism

Behavioral continuum.
(1)

Involvement with Black Literature, Art and
choosing to be with isolated Black individuals
in mostly White environment

(2)

Involvement

(3)

Becoming

(4)

Adoption of Affection of Cultural
Black Life Styles

(3)

Engaging in Real
Black People

in Short

Active

Term Helping Relationship

in the Black Community

Equality of

Aspects of

Interaction with

Affective continuum.
(1)

Mild

Attraction Toward Black People

(2)

Pity for Black People Combined with a Sense
of Self-Righteousness

(3)

Guilt

(4)

Feeling Threatened oy Black Anger and Alien¬
ated from White Mainstream Culture
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(5)

Disoriented Personal and/or Racial Identity
combined with a Romanticization of Black
People

(6)

Integrated Sense of Self that is both free
from Guilt and Secure in dealing with both
Blacks and Whites

A bias

in this

study

is that the continuum is based

on Whites experiences with Blacks.

The use of Black-

White

in race

interaction in this study

and

related re¬

search in general can be misleading and can contribute
to the perception that Blacks are the only
racism and that Whites are only

racist in thoughts,

feelings and actions toward Blacks.
his model may
development

be the

same

Hecht suggests that

regarding white anti-racist

with other racial groups,

included only White

but

his sample

People whose predominant interaction

with other third Worlo people
Another

victims of

is with Blacks.

limitation is that his model does not de¬

scribe white consciousness about Whiteness,
culture.

His contention that Whites are in different

places on different continue simultaneously
standable,

but

it

cognitive
continua?

Are

the

is under¬

leaves one confusea about what

the White person is
action.

or White

"honestly" coming

feeling

and what

is the

stages more

from in any
"honest"

scage
inter¬

than the

relationship among the
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In this section the author considered two-process
oriented models of the development of White conscious¬
ness.

While these models are significant because they

suggest that Whites develop over time along predictable
stages,

both models have limitations.

Both Levy ana

Hecht based their models on Whites experiences with
Blacks.

This raises questions about the applicability

of these models to Whites whose involvement witn racial
issues includes primary interactions with non-Blacks,
i.e.,

Hispanics,

Indians or Asian Americans.

model has been empirically tested.
based on participant observation,

Neither

Levy's study was
while Hecht's model

was generated from interview data.

Also,

both Levy ana

Hecht's models raise some interesting questions that
are not answered.

For example,

Levy's model and his

book end abruptly with the departure of Whites from
Southern civil rights organizations.

This leaves the

reader wondering what happened to those Whites.

What

were the future effects of their awareness of their
Whiteness and their implication in racism.

Similarly

Hecht's model doesn't directly address how Whites iden¬
tify as White,
except as it

or what their Whiteness means to them,

relates to their interaction with Blacks.

Despite these limitations these models represent
useful exploratory research into an area that is largely
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untouched and uncharted.

Summary of Literature Review

As noted in the problem statement,

research on

White racial identity development is limited,

in part

due to the victim-oriented biases in racial identity
research and race relations research.

The limited re¬

search that is available is based on some assumptions
that this author finds disagreement with.

To clarify

how this study departs from these assumptions,

ana

attempts to address some of the gaps in the available
research,

the author presents the following summary of

the literature reviewed in Parts I and II.
In the first literature review section,

the author

described how the social context of race relations re¬
search affects which areas are subjected to research
and which areas are ignored.

It was noted that race

relations research appears to be groundeo in assump¬
tions that view racism as

(1) an aberration,

or the re¬

sult of indivioual personality dysfunctions of Whites;
or

(2)

views Third World people as the source of me

problem,
or

due to their personal or cultural inadequacy;

(3) equates racism with prejudiced attitudes,

than as a systemic,

social phenomenon.

rather

The author also

listea questions or issues that have been largely ig-

6b

nored in the social science research on racism.
In the second section,

it was noted that most

studies of racial identity do not concentrate much
attention on the analysis of White chilaren,

and by

omission ignore racism's ill effects on Whites.

Also,

most of these studies are non-process orientea thus
missing the dynamic nature of identity and providing
only a static portrait.

The process-oriented models in

contrast, provide a developmental view of identity
transformation,

but are exploratory studies in an area

that has not been adequately researched,

and they leave

many questions unanswered.
This study is based on a different set of assump¬
tions than the prevalent assumptions that have guiaea
the research reviewed in tnis chapter.

Specifically

the assumptions that guide this study are:

(1)

White racism is one of the foundations on
which American society is based.
Racist
attitudes and behaviors are the norm in
America, not the exception.

(2)

To understand how to address racism it is
necessary to understand members of the domi¬
nant group and how they are affected posi¬
tively and negatively by the presence of
racism.

(3)

White racist individuals are one factor in
the maintenance of racism and are one parr of
a systemic pattern of institutional practices,
cultural norms, and ideology, that functions
to preserve White racial domination.
White
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racist individuals may be both part of the
cause of racism as well as an effect of
racism.
(4)

Whites are socialized to participate in the
maintenance of a racist social structure;
racist ideology ana behavior is learned.

(5)

White racial identity is affected by and may
be based on White racism.

(6)

Studying Whites who are anti-racist may con¬
tribute to an understanding of how racism
affects Whites and White identity formation
ana development.
t

(7)

Whiteness often operates as an unconscious
frame of reference with which Whites order
their experience.

This study attempts to address some of the gaps in
the knowledge about Whites by:
(1)

focusing on Whits adults, who are generally
not the subjects of identity studies

(2)

focusing on tne processes by whicn Whites are
socialized in a racist environment

(3) taking a developmental approach to the anal¬
ysis of identity, rather than a typological
approach
(4) focusing on stages of consciousness or mind
sets and the context in which they develop,
in contrast to focusing only on discrete
attitudes
(5) focusing on an overlooked group - anti-racist
Whites and what makes them different from the
norm
Summary.

This chapter has served as the introduction

to this study.

Its purpose has been to provide a back
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ground of the problem with which this study is con¬
cerned,

introduce the purpose of the study and describe

the manner in which the study is conaucted.

The problem

was defined as a lack of a research focus on the effects
of racism on members of the White race,

specifically how

racism effects the formation and development of White
racial identity.

This void in the research on racism

and racial identity motivated the development of this
study.

The stated purpose of the present study is to

conduct exploratory research into the processes by which
Whites develop a sense of racial identity as members of
a racially dominant group in a White racist social
environment.
This chapter also included two literature review
sections.

The first section addressed the social and

political context of race relations reearch ana what
race relations research suggests about Whites as par¬
ticipants in a racist society.

The purpose of this

literature review section was twofold:

(1) to suggest

to the reader that race relations research,

like any

form of research is shaped by the social context from
which it emanates and

(2)

to provide an overview of how

Whites have been studied in race relations research.
The second section focused on a review of research
related to White racial identity.

The purpose of this
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review was to introduce the reader to both non-process
and process-oriented research on White identity and to
summarize what these studies suggest about the influence
of racism on White identity development.
The summary of these two literature review sections
indicated that while some research in both race rela¬
tions areas and the racial ioentity area focuses on
Whites,

there is little known about how Whites are af¬

fected positively or negatively by the existence of
racism,
tity.

or the connection between racism ana White iaenThe summary also included a aiscussion of the as¬

sumptions underlying current research in this area, ana
the gaps in this research.

It was concluded by a list¬

ing of this author's assumptions ana how this study at¬
tempts to address some of the gaps in current research
on Whites and White racial identity.

CHAPTER

I I

SEX-ROLE IDENTITY AND RACIAL IDENTITY CONSTRUCTS

Introduction

In this chapter,

the author will review theories

of racial and ethnic identity development and sex-role
development.

The author is examining these various sub-

categories of social identity development in an attempt
to identify generic processes or stages of development
amongst the various theories.

The author will then de¬

velop a model or prototype based on these generic stages
that will be used as the basis for a theory of racial
identity development for White Americans.
This chapter is divided into four sections.
the introductory section,

In

perspectives on "identity" and

"social identity" are explored along with a discussion
of the theoretical underpinnings of identity development
theory.

There is a great deal of diversity in identity

studies,

therefore it is important to discuss the dif¬

ferences between the various approaches,

and to estaD-

lish the orientation of this author to these concepts.
There will be a section devoted to the review of
each of the social identity theories, one section on
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sex-role identity and one section on racial/etnnic iden¬
tity.

This review will provide the background for the

identification of common processes or stages in these
theories that will be presented as a generic model in
Chapter III.

Section One.

The study of "identity" is part of the

domain of at least three separate disciplines,
ogy,

Sociology and Anthropology.

Psychol¬

To varying degrees

these disciplines focus particular attention on either
the intrapsychic aspects of identity,
tity,

or the more external,

i.e.,

ethnic identity,

i.e.,

ego iden¬

social aspects of identity,

sex-role identity or the identity

of groups or nationalities.

Psychology conceives of

identity most often in the intra-psychic sense of the
word,

and examines how ego identity develops and how an

individual's identity is effected by the external envi¬
ronment.

Sociology typically takes a different approach

by looking at social groups and the social meaning of
group membership,

and how these forces shape the indi¬

vidual and his/her identity; whereas anthropological
approaches to identity often focus on the identity of
nations,

tribes or communities,

or study identity as

related to social position within a community
1973;

Parming 1977).

(Roboins
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As a result of the different ways that disciplines
conceptualize identity,

there are almost as many Defi¬

nitions of "identity" as there are studies on it.

Much

of the confusion about the meaning of the term results
from both "the use of a variety of terms to label what
are the same constituents that have different meanings
for different investigators"
For example,

the same term,

(Robins 1973,

p.

1204).

"personal '’‘identity" has the

following different meanings:

to Erikson,

a psycholo¬

gist whose name is synonymous with identity development
theory,

"personal identity" is based on

"the perception of the selfsameness and con¬
tinuity of one's existence in time and space
and the perception of the fact that others
recognize one's sameness and continuity."
(Erikson 1968, p. 50)

In contrast,
states that

a sociologist concerned with ethnicity,
"personal identity" relates to "how others

define the person in terms of a unique combination of
traits that come to be attached to him"
p.

6).

(Dashefsky 1976

While still others define it as "that aspect of

self which represents the unique way an individual iden
tifies himself or the style with which he carries out
his rights and duties" (McCall and Simmons 1966,
65).

To Goodenough,

an anthropologist,

pp.
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personal iden¬

tity can be linguistically represented in such labels
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as

"nice,", "mean," and
Similarly

the

"lazy"

a variety

identity" all

"Actual

identity,"
are used

p.

1203).

of terms are used to describe

same basic concept.

jective public

(Robbins 1973,

social

"social

identity,"

identity" ana

to aescribe how others

"ob¬

"group

view or

define an individual.
Two authors who have attempted to

lend some clarity

to the confusion surrounding the meaning of identity
David deLevita and

Arnold Dashefsky.

Identity

deLevita's work,

The

Concept of

and

synthesizing definitions of identity

been researched by
tempts a
tity

(1971),

are

was devoted to

various disciplines.

reviewing

and how it has
aeLevita at¬

synthesis of the various conceptions of iden¬

and defines what

is at the core of the concept and

common to all definitions.

He defines this common

fac¬

tor as,

"something in the individual which causes him
to remain the same, to his sameness and con¬
tinuity.
Indissolubly connectea with this is
the implication that, through this sameness
and continuity, he is in a position to occupy
a 'firm' place in the community."
(p. 129)

deLevita
that
ity
a

suggests that

each individual
throughout

social

being,

the

identity

theorists

recognize

has an inner core that has continu¬

life

span and that each individual is

a member of a

larger community

or group
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where s/he occupies a place.
Perhaps the most helpful analysis of the meaning
of

"identity" comes

from Arnold Dashefsky

(1972)

who

suggests that,

"identity may best be understood if it is
viewed first as a higher-order concept, i.e.,
a general organizing referent which includes a
number of subsidiary facets . . . Identity is
the sector of the personal system that main¬
tains personal continuity through the coherent
organization of information about the individ¬
ual . "
(p . 240)

He

separates the concept

fines as

social

identity

and ego

into

identity,

identity
typically

identity

is distinct

such as age,

1976,

p.

5).

described as attitudes or
himself.

bination of traits
ego

occupation or

This meaning of

from self-conception which is more

Personal

how others define the person

contrast,

"refers to how

the person in terms of broad social

(Dashefsky

person has about

personal

identity.

categories or attributes,
ethnicity"

facets which he de¬

self-conception,

The concept of social
others identify

four

feelings that the
identity

refers to

in terms of a unique com¬

that come to be attached to him.

identity

is an intrapyschic pnenomenon

that consists of the psychological core of what
person means

In

to him or her self

(Dashefsky

197o,

the
p.

5).
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This study

is concerned with racial

is one aspect of social identity.
also

a

identity which

Social identity

is

term with many different and sometimes contradic¬

tory meanings although there

is general agreement that

it

that concerns social group

is one aspect of identity

membership,
gion,

i.e.,

race,

gender,

class,

reli¬

occupation.
According to

social
that

ethnicity,

identity

Tajfel

(1972),

"refers to the

a social psychologist,

individual's knowledge

he belongs to certain social groups together with

some emotional and value significance to
group membership"
social

identity

(p.

292).

him of this

Dashefsky's conception of

on the other hand

stresses others def¬

inition of an individual according to his/her social
group membership.

Both of these perspectives seem to

miss an important aspect of the otner.

Dashefsky's

definition neglects to consider individuals'
gorization in a

social group,

group membership to them while
sumes that
cial

individuals do not

woman,

that

Tajfel's definition as¬
have membership
identify

in a so¬

with that

This perspective assumes that an individual
or Black person,

Black or old because
way .

and the meaning of

group unless they consciously

group.

self-cate¬

In short,

or elderly

s/he does not

person is not

female,

see him/herself tnis

it denies the participation of others
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beyond the self

in identifying people socially.

This author's perspective on identity
pect of social

and the as¬

identity can best be summarized in the

following points:
(1)
as

Borrowing

from Dashefsky,

identity

is viewed

a term that describes the central organizer of an

individual's life history
group memberships,

and personality,

and their life

in a particular perioa

of history.

An individual's identity

personal and

social aspects.

all

(2)

other aspects to

Identity

To quote Erikson,
entiation and
dividual

is comprised of

Both of these aspects in¬

terrelate and effect each other.
changes

their social

Change in one aspect,

some degree.

is always changing and developing.
"it is a

process of increasing differ¬

it becomes ever more inclusive as the in¬

grows aware of a wiaening circle of others

significant
(3)

to him"

Social

(Erikson 1968,

identity,

sex-role are different
an individual's
the various

has membership

unconscious use of
self-perception,
teraction.

that

social

in social

ethnic,

refers to one

Social

social groups that

or unconsciously

23).

of which racial,

aspects,

identity.

p.

identity

facet of

refers to all

an inoividual consciously
in and the conscious or
frame of reference in

perception or in social

This means that the

ana

way

an individual

in¬
sees
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him/her self,

perceives others and interacts with others

is effected by membership in various social groups,
is

and

a result of the meaning of these social categories

that

the

Section

individual

Two:

internalizes as s/he develops.

Problems in

iaentity

research.

The con¬

cept of identity

is a confusing one in part because it

has been applied

indiscriminately

as nations,

thereby

to individuals as well

rendering the term meaningless be¬

cause it describes anything and everything that has to
do with change and growth
pears that

(Erikson 1968).

"identity" is confusing because it has been

conceptualized

in a confusing and ambiguous way

entists of various disciplines.
that

identity

plines

is studied

(Psychology,

each discipline
unique

slant.

identity

identity

almost

no

ethnicity
tended
ering

This has

and

by

least three major disci¬
and Anthropology),

the subject

with

from its own

resulted in a situation where

studieu as something that
defined.

is either

Thus we have

studies of ethnic

identity,

studies
but

interface between ego and

(Panning

Hauser

with

1979,

sci¬

It was noted previously

studies of the

to deal
the

Sociology

or externally

of ego

in at

approaching

is usually

internally

It also ap¬

issues of

1971).

identity

interface of ethnicity

Psychology

has

without consio-

and other social mem-
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berships with identity
dealt
the

extensively

and personality.

Sociology has

with ethnicity

but has not dealt with

internalization of ethnicity

in the individual per¬

sonality.

It

is as if science considers people to be

either social entities or intrapyschic entities without
recognizing that all
examples typify
of identity.
and

people are both.

(1964),

analytically

Greenacre

oriented approach to ego identity.

(1958)

These

theoretical but use clinical

lustrations to support

ronmental

(1962),

the concept

are three examples of the psycho-

studies are primarily

on identity

following

this dichotomous approach to

The work of Bios

Jacobson

The

the

theory.

in the subjective

factors in identity

il¬

Each author focuses

sense;

cultural and envi¬

formation are not men¬

tioned .
Similarly,
cultural

factors in

the topic
the

and

Leibow

focus on- the
identity

fluence

identity
1967).

effect

that

development,

the dichotomy.
terested

identity

environmental and

formation tend to approach

from a social group perspective and ignore how

individual's

1975,

researchers who study

There are

(DeVos and Romanucci
several

environmental

studies that

forces have on

but even these do not transcend

This grouping of research is only

in social
ego

develops

factors to the extent that

identity

development.

they

in¬
in¬

Examples within this

79

group

include Stuart Hauser's Black and White

Formation
identity

(1971),

Strauss'

(1963)

study of personal

and historical continuity;

The Quest

for

approach.

Identity.

and Wheelis'

Hauser's study

His conceptual

laentity

(1958)

typifies this

framework for his study

of

Black and White lower class adolescent boys is that of
psychoanalytic ego psychology.
a study

.

.

.

development

To quote Hauser,

"It

intended as an exploration of identity

in varied

Hauser analyzes the

sociocultural contexts"

interface

(p.

16).

"between psychoanalytic

considerations of individual development and the
cultural matrix"

(p.

16).

tinuity"

(p.

limited
81)

which

identity

foreclosure,

history

results

from the sociocultural

role models,

of their racial group.

how the Black and White boys
group,

or how tney

ship.

In

identity

short,

Hauser does not

identify

factor that effects ego

race

identity

in this case

racial

racial

In this study,
is studied as a

formation.

race,

study

racial group member

subjects.

others of this type,

group membership,

with their

is not concerned with he

development of his

as in most

lack of

and lack of a sense of

feel about their

he

"an

self-definition and sense of con¬

conditions of limited occupational choice,
heroes or positive

socio¬

His study concluded that the

Black adolescents exemplify
impoverished,

is

is not

Social
stuoieo

in
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and of itself,
the study.
racial

it is merely

In contrast,

identity

a

variable in the design of

Hauser could have studied the

development and ego identity development

of both groups and correlated the
tity
ed

development

findings.

But iden¬

research does not appear to have

a point where these

reach¬

types of interfaces can be con¬

ceptualized adequately,

much less

researched

(Erikson

1968).
Erikson criticizes both social psychology
choanalysis

for their inability to deal with both the

"core of the
culture"
chology
ing

individual" and the

(Erikson 1968,

order to
to

Most

"cannot

(Erikson

adequately

sophisticated"

role,

terms to conceptualize

the

p.

24).

identity,
as a

social

are

racially

groups that
"minority

oppressed

He

feels that

in

psychoanalysis would
factor in human life,
"psychoanalyti-

24).
identity

but

a static concept.

would have to be
(p.

social psy¬

be¬

Research on social

groups,

finds

identity

1968,

study

psychology

He

quite grasp

recognize environment

social

cally

with

it has not developed

environment"

and

22).

"core of his communal

of human development and equat¬

(a process)

While psychoanalysis

have

p.

lacking a theory

identity

cause

and psy¬

studied are not dominant

groups" or

people,

also has limitations.

"deviant

groups"

religious minorities or

-
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cults,

homosexuals,

students,

groups such as Protestants,
heterosexuals are
unique

social

rarely

for example.

White Anglo-Saxons and

studied as groups with a

identity.

Klineberg

(1971)

notes that most

research on eth¬

nic* identity groups has been particularly
a perspective based on the
cation,

and most

groups.

Dominant

affected by

researcher's group identifi¬

researchers are members of the dominant

He says that

"scholars and scientists have

in

some cases,

attempted to support the argument in favor of
a racial hierarchy and it is curious that al¬
though perhaps understandable that those sci¬
entists who have expressed themselves in this
manner have usually arrived at the conclusion
that their own people are superior to all
others-."
(Klineberg 1971)

Ladner and Zavalloni

both agree that an

identity" perspective operates in most
nic groups.

This perspective

"alter-

research on eth¬

takes one's own group as

normative and all other groups are viewed

from within

the parameters of their

own identity

group

(Ladner

effects

the

1973).

study

of

(the

researchers)

Zavalloni describes how this
racially

oppressed people who

* his use of ethnic includes groups that_ I have
termed "racial," i.e., blacks, Hispanics, Indians, etc
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are

studied by Whites,

"White social scientists have traditionally
interpreted the situation of blacks as an iden¬
tity group in terms of a projection of how they
would feel if they, with their white identity
were suddenly to become black.
In other words,
the perspective within which a given identity
group is analyzed may be influenced by the fact
that the analyst borrows the parameters with
which he builds alter-identity representations
from his own identity, in this case his white¬
ness."
(Zavalloni 1973, p. 70)

A second major limitation is that
social

identity

sex-role
cal,

has been split

identity,

occupational

interaction of multiple
are

study

into sub-fields,

racial and ethnic
identity,

the

etc.,

social

identity,

of
i.e.,

politi¬

which ignores the

identities.

Thus there

studies of Black identity or Jewish identity,

sex-role

identity,

but

a man who is black,
cal opinion

.

quence of this
us to get
or the

.

."

not

studies of

"the

identity

of a given profession,
(Zavalloni

1973,

p.

fragmentation is that

or

age,

82).

of

politi¬

The conse¬

it doesn't

a complete picture of an inaividual's

interaction between different aspects of

enaole
identity
their

social group membership.

Section

Three:

In this

section the

sex-role

Sex-role

identity

identity development models.

author describes

development:

three

six

theories of

"traditional
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theories and three sex-role transcendant
mentioned
identity
cause

in Chapter

I,

the author

theories.

reviews

sex-role

theories as one aspect of social identity

sex-role theories are among the most widely

searched

theories about

social

identity.

are certain characteristics about
that may

inform racial

Sex-role

identity

(1975)

be¬
re¬

there
roles

identity development.

Current

Pleck notes that Sex

focused primarily on

Also

learning genaer

development models.

culinity/Femininity :

As

the

and

Role

In his paper Mas¬

Alternative Paradigms,
Identity

research has

following topics:

"the development of measures for gender appro¬
priate traits and interests (or masculinity/
femininity); the acquisition of genaer appro¬
priate traits and interests by identification
with the same sex-parent; the effects of father
absence on boys; the correlates of masculinity/
femininity in life aojustment; cross-sex iden¬
tity and sex role identity problems in Black
males."
(p. 163)

Noticeably
at
sex

the

absent

transformation of

role

stereotyping.

analytic,

social

development)
sex

from this list
sex

is

role

research directed

identity

beyond

Traditional theories

learning,

modelling,

rigid

adherence to socially

roles as the

final

stage of development

that

people move beyond

(psycho¬

and cognitive

see

as a phase

rigid

prescribed
rather than

in an attempt to de-
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fins themselves as male or

female congruent

with their

needs and interests.
This section summarizes the traditional theories
of sex

role identity

fication theory
is

- social

learning theory,

identi¬

ana cognitive developmental theory.

It

important to note that none of these models was spe¬

cifically
they

developed to explain sex-typed behavior,

have been used as models to help make

but

sense of

sex-typed behavior as one aspect of human development.
Social

Learning

most widely

Theory

is probably

appropriate sex

R.R.

Sears 1965,

Mischel 1966).

appropriate behavior is rewarded;
behavior is punished and
Since all humans

inappropriate

is gradually

extinguished.

respond positively

supposes that children

need to express boy

ling .
three

Social

adults,

learn to behave

the

same

not

from any

intrinsic

Children learn

learning and model¬

suggests that there are

identity

for boys

in sex-

imitation of parents and

vicarious

learning theory

stages of sex-role

stages are

to rewaros this

or girl behavior.

appropriate behavior through
significant

Sex

sex

stereotyped ways to gain rewards,

other

roles are

infants through rewards and punishments

(Mussen 1961,

theory

known and

accepted theory of sex-role development.

This approach suggests that
learned by

the best

development.

and girls,

These

although boys
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and girls do identify
first
the

with the same sex parent.

stage involves the

same

formation of an attachment to

sex parents in their respective

roles as major

rewarders of bo'y-typed and girl-typed behavior.
second stage,
parent.
to

The

boys and girls

identify

.

the

with the same sex

Identification with the same sex parent

"the spontaneous duplication of

At

.

.

complex

refers
inte¬

grated patterns of behavior without specific training
or direct
as a

reward"

(Mussen 1969,

result of the

identifier
these

(child)

"intimate

p.

identity

at

This occurs

relationship" between the

and the model

stages of attachment and

same sex parent,

718).

(parent).

Through

identification with the

boys and girls achieve a sex-typed

the third

stage.

Identification Theory

originated with Freud and

has proved to be the most difficult of sex-role iden¬
tity

theories to prove or measure because the theory

describes a subtle process,
spite of this,
the

field.

it

is

Learning

a widely

to be

In

accepted perspective

theorists,

approach conceptualize
or motive

not direct behavior.

in

who have adopted this

identification as a learned drive

like a model,

tification is defined as

especially

parents.

the

"spontaneous duplication of a model's complex,
integrated pattern of behavior, (rather than

Iden¬
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simple discrete responses) without specific
training or direct reward but based on an
intimate relationship between the identifier
and the model."
(Mussen 1969, p. 718)

Children normally identify with the like-sexed parent.
The explanation for this varies according to each the¬
orist,

for example Freud believed that the identifica¬

tion occurred in boys as a means to resolve the Oedipus
complex,

and in girls as a means to secure the love and

nurturing of the mother.

Role theorists,

in contrast

equate identification with "role-playing" which provides
practice for adult behavior
and Whiting

(1960)

(Maccoby 1959).

suggest that envy

Kagan (1958)

(not exclusively

sexual in nature) promotes tne male child's identifica¬
tion with the father.

The father presumably has access

to power and resources and has capaoilities that the
child wants to have.
father so that
vied model"
Mowrer

The child identifies with the

"at least in fantasy,

(Mussen 1969,

p.

719,

he is like the en¬

Goslin,

ed.).

Finally

(1950) proposes the children identify with the

parent that they love and have pleasant rewarding inter¬
actions with.

Parent's behavior,

for example are positively valued.

speech, mannerisms,
Children learn these

traits through identification and imitate them in an
effort to "reproduce bits of the beloved and longea-for
parent in their absence"

(Mowrer 1950,

p.

615).

Iden-
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tification theorists,

although generally respected for

their insights into the subtle processes of sex-role
identity development,

are criticized for their inability

to develop a model that accounts for the difference be¬
tween the identification processes for boys ana girls.
All models encounter conceptual contradictions when ex¬
plaining the ways in which boys identify with their
father,
ample,

and girls identify with their mother.

For ex¬

Freud bases his theory on the premise that boys

fear castration, but this does not adequately explain
the girl's identification with her mother.
Mowrer

Similarly,

(1950) proposes that children identify with the

parent with whom they have nurturing,
actions.

rewarding inter¬

For both boys and girls in most cultures,

primary care-giver is the mother,

the

so one would conclude

from his theory that both boys and girls would identify
with the mother.
with the father,

But Mowrer suggests that boys identify
although his reasons for this process

are not clear.
Kohlberg's Cognitive Developmental Theory of Sex
Typing is unlike Social Learning Theory and
tion- Theory

Identifica¬

in that it is based on the assumption that

patterning of sexual attitudes is found in "universal
aspects of the child's cognitive organization of his
social world along sex-role dimensions,"

(p.

82) and
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not in biological instincts or social norms that are
internalized.

Konlberg conceives of the cnild's sex-

role concepts as a result of "active structuring of his
own experience not passive products of social training"
(Kohlberg 1966,

p.

85).

His model consists of the

following three stages:

Stage 1

Sex-Typed Identity;

Stage 2 - Modelling of Same Sex Parent; Stage 3 - At¬
tachment to Same Sex Parent.

In the first stage, chil¬

dren acquire a gender identity or sense of self as a
boy or girl based on a cognitive judgement made early
in development.

Categorizing people as male or female

and oneself as a boy or girl is part of the "cognitive
organization of social-role concepts around universal
physical dimensions,"

(p.

cognitive development.

82) that occurs as part of

In other words, children under¬

stand that they have a constant,

unchangeable gender at

the same age and through the same processes that they
develop conception of the invariable identity of physi¬
cal objects

(i.e.,

that a cat is a cat and always will

be a cat and never a dog).

Acquiring a gender identity

provides the basic organizer for sex-role attitudes and
behavior.

Children value things that are consistent

with their self-categorizations.

Therefore,

boys value

"masculine" things to maintain internal consistency with
their gender identity.

While the chilo is acquiring a
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sense of gender identity,

s/he is learning sex-role

stereotypes, but unlike social learning theorists,
Kohlberg suggests that these stereotypes arise from the
child's conception of bodily differences and are sup¬
ported by visible differences in the sex assignment of
social roles

(Kohlberg 1969, p.

165).

These basic

stereotypes provide the foundation for masculine and
feminine values in children.
acquired,

Once these values are

the child tends to identify with the same sex

parent and other significant same sex models.

The de¬

sire to be masculine/feminine leads one to imitate the
same-sex parent and results in an attachment to tne
parent.
This three stage process is determined by cogni¬
tive,
ity,

rather than physiological or chronological matur¬
and occurs independent of the presence of a same-

sex parent and independent of various child-rearing
practices

(p.

165).

To summarize these three perspectives:

Social

learning theories maintain that sex-typed identity
develops as a result of differential reinforcement by
parents and other socializing agents toward boys and
girls.
i

Children learn sex-typed behavior through pun-

ishrnent and reward for sex appropriate behavior.

While

social learning theory stresses the learning of specific
*
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sex-typed behaviors,

Kohlberg's theory emphasizes the

acquisition of gender identity itself.

For Kohlberg,

gender identity is the cause of sex-role learning rather
than a product of it.

Kohlberg summarizes these con¬

trasting models as follows:

"The social learning syllogism is 'I want
rewards, I arn rewarded for doing boy things,
therefore I want to be a boy.'
In contrast a
cognitive theory assumes this sequence:
'I am
a boy, therefore I want to do boy things,
therefore the opportunity to do boy things
(and to gain approval for doing them) is
rewarding.'"
(p. 89)

Identification theory in contrast to both social
learning and cognitive developmental,

suggests that a

more subtle process is involved in sex-typed identity
development,

than either direct reinforcement or cogni¬

tive structuring.

Identification theory suggests that

an intimate relationship exists between the identifier
and the model and that imitation of the model's behavior
occurs due to the relationship,

rather tnan as a result

of rewards or conscious training.

Cognitive developmen¬

tal theory differs from identification theory in that
it assumes the exhibition of sex-typed behavior occurs
as a consequence of gender identity and the neea to act
in ways consistent with that identity; whereas identifi¬
cation theory suggests that sex-typed behavior occurs
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as a result of a respect or admiration for a same sex
role model and a desire to emulate or duplicate their
behavior.

A common thread underlying all the various

theories of identification is the emphasis on the inti¬
mate relationship between the identifier (the child) and
the model

(presumably the parent),

and the occurrence

of identification without conscious training or overt
rewards.
In spite of their different assumptions and unique
models of sex-role identity aevelopment these three
"traditional" theories are similar in that they don't
focus on how or why inoividuals change their sex-typed
behavior,

or the desirability of doing so.

As is typical of sex-role and genoer identity re¬
search,

these models are based primarily on research

with children.

Only recently has more attention been

paid to adult development,

or life-span development.

This may be one reason wny the most popular and well
researched theories culminate with a sex-stereotyped
stage.

It is assumed that once children acquire a

secure sense of self as male or female and adopt the
socially prescribed roles and attitudes for their sex,
then this task is complete and children can move along
with other developmental tasks.
More recent work on sex-role identity,

most of it
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appearing in the mid-1970's has begun to focus on sexrole identity change and transcendence occurring in
adults.

A common theme in these so-called sex-role

transcendent models is that these theories are baseo on
the assumption that rigid sex-role identity is an
unhealthy phase,

and they are unanimous in their criti¬

cism of traditional theory for viewing rigid adherence
to sex-roles as the end product of development,

"rather than as an intermediate stage, which
under optimum conditions is supplanted by
loosened sex role definitions which are more
responsive to individual needs and differ¬
ences."
(Pleck 1975, p. 172)

Three sex-role transcendent models will be consid¬
ered in this section:

Block's

(1973) model of sex role

development extrapolated from Loevinger's ego develop¬
ment model,

Pleck's

(1975) three stage model that cor¬

responds to Kohlberg's moral development theory and
Rebecca,

Hefner and Oleshansky's

(1976) model of sex-

role transcenaence.
In

"Conceptions of Sex Role"

(1973) Jeanne Humphrey

Block presents a framework that "integrates changes in
sex-role definition with the larger developmental tasks
of ego and cognitive development"
512).

(dlocx 1973,

p.

Using Loevinger's milestones of ego development,

she extrapolates "conceptions of sex-role that corres-
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pond to those stages."

The following is a summary of

how Block applies Loevinger's stages:

Loevinqer's Stage

Block's Conception of Sex Role

Stage I Impulse Ridden

Development of gender identity, self-assertion, self-ex¬
pression, self-interest

At this stage the child is relatively unsocialized and
does not exhibit sex-typed behavior (although the be¬
haviors exhibited by both sexes are traaitionally con¬
sidered as masculine:
self-assertion, self-expression,
expression of sexual and aggressive impulses).
Notions
of gender identity are developed and stabilized.

Stage II Self Protective

Extension of self,
hancement

seif-en-

The child continues to be concerned with self-expression
and developing autonomy.
This strive for inaependence
results in tightening of parental controls and the oeginning of socialization.

Stage

III Conformity

Conformity to external role,
development of sex role ster¬
eotypes bifurcation of sex
roles

At this level, the child is conforming to the expecta¬
tions and demands of others, especially parents, teach¬
ers and other authority figures.
Conforming to sex-role
expectations is part of the general pattern of conform¬
ing by the young girl or boy.
Block says, "It is at
this period of development that a critical bifurcation
in the sex role development of boys and girls occurs.
Socialization patterns impinge differentially on trie two
sexes:
boys are encouraged to control affect, while
girls are encouraged to control aggression" (p. 514).
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Stage IV
Conscientious

Examination of seif as sexrole exemplar vis-a-vis in¬
ternalized values

At this stage the individual has internalized the exter¬
nal rules, roles and norms of behavior of the dominant
socializing agents.
Therefore, s/ne is concerned with
being in Block's words, "a sex-role exemplar."
At this
level introspection and self-consciousness are aeveloped
thus enabling the individual to examine anu evaluate
his/her own behavior with those outside the self.
"Be¬
haviors are moderated in accordance with internalized
values.
With respect to sex role definition, it is a
period of moderated masculinity/femininity; sex roles
are moderated by notions of responsibility and duty"
(p. 514).

Stage V Autonomous Level

Differentiation of sex role,
coping with conflicting mas¬
culine/feminine aspects of
self

This stage marks the beginning of sex role transcen¬
dence.
As such, the individual attempts to resolve
internal conflicts that arise from deviations from sex
role expectations.
The individual begins to define him/
her self autonomously and therefore runs into difficulty
when what s/he is, or would like to be, is in conflict
with societal definitions of sex-appropriate behavior.

Stage VI Integrated

Achievement of individually
defined sex role, integration
of both masculine and feminine
aspects of self, androgynous
sex role definition

"At this highest level of ego functioning, the individ¬
ual has evolved for him/herself an identity consonant
with history and aspiration" (p. 514).
The individual's
sex role identity represents an integration of traits
conventionally considered feminine and those tradition¬
ally defined as masculine.
Pleck's model,

like Block's hypothesizes that the

development of sex-typed traits is analogous to other
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developmental tasks.

His stages correspond to Kohl-

berg's levels of moral development - premoral, conven¬
tional and postconventional.
acquire a sense of gender,

In Stage I, cniloren

although it is tenuous.

’At

this stage they are presocialized to the extent that
they exhibit
cepts"

"amorphous and unorganized sex role con¬

(Pleck 1975, p.

171).

In the secona stage chil¬

dren not only acquire sex-role stereotypes they rigidly
conform to them.

This stage is marked by intolerance

of deviations in sex role norms in themselves and in
others.

In the thira and final stage,

individuals are

capable of transcending sex roles and they develop an
identity that is

"in accordance with their inner needs

and temperments" (Pleck 1975,

p.

172).

Unlike all other sex-role theorists,

Pleck relates

sex-role acquisition to language acquisition.

Sex role

acquisition is seen as a symbol learning process.

He

describes this phenomenon as follows:

[Children develop] "a sex role learning
apparatus which, interacting with the corpus
of sex roles images and linkages visible to
the child, generates sex role syntactic and
semantic structures, permitting the child to
produce and understand new sex role sequences
in observable behavior, including his or her
own."
(p. 174)
Once the sex role structure, or "program" is in

96

place the child makes sense of all new data according
to this structure.

Therefore,

changing sex-role atti¬

tudes and behaviors requires that the individual's way
of structuring behavior changes.

Pleck's model is not

as well researched as BIock's but in a relatively short
period of time,

it has gained considerable acceptance

as a new approach to understanding sex-role identity
transformation.
Rebecca,

Hefner and Oleshansky's model (1976) is

patterned after the stage-developmental models of Block
(1973) and Pleck

(1973).

While it is a model of sex-

role development the authors contend that their model
is applicable to unaerstanding the effects of other
forms of discrimination which are based on dichotomies.
This model describes three stages of sex-role develop¬
ment,

and the transitions between each stage.

Stage

I - Undifferentiated sex roles.

other theories of sex-role development,

Like most

this model de¬

scribes the first stage as one where children begin to
order the world and form categories and acquire names
for objects.

At this stage children do not yet under¬

stand stereotypic sex-role distinctions and are

"unaware

of culturally imposeo restrictions on behavior according
to biological sex"

(Rebecca 1976,

p.

202).

During the

transition period children become aware of parental and
societal values and begin to differentiate and value
certain distinctions such as big-small.
ing school,

"Before enter¬

the child has learned that humans are either

male or female,

that one is a boy or a girl,

and that

there are appropriate and valued behaviors to be per¬
formed depending on that sex dichotomy"
p.

(Reoecca 1976,

202).
The second stage is labelled Polarized Sex Roles,

and it is here that children adopt conventional atti¬
tudes about sex roles.

Children actively accept the

conventional sex roles baseo on their sex and there is
the equally active rejection of the opposite pole
(Kerchoff,
Stages

1969).

III and

This stage is similar to Block's

IV, wnere there is strict adherence to

appropriate sex roles.
The authors describe the transition period between
this stage and the next as a relatively traumatic period
that evolves over a long period of time.

The authors

feel that on a macro-level our society operates on Stage
II beliefs and expectations for men and women,

therefore

there is little societal or environmental• support for
the transition from polarized sex roles to transcendent
sex roles.
process,

Moving beyond this stage can be a difficult

requiring a "dramatic paradigm shift" (p.

203).
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Stage

III - Sex role transcenaence.

As implied in

the word "transcendence," individuals who reach this
stage are not guided by rigid sex-role definitions.
They act in ways that express a range of behaviors that
are appropriate to a situation,
culine or feminine connotation.
to Block's Stages V and VI,

regardless of their mas¬
This stage is similar

and Pleck's Stage III.

The

authors conceive of sex role transcendence implying

"flexibility over time, over situation and over
personal moods, plurality, personal choice and
the development of new or emergent possibili¬
ties once individuals and society move away
from present oppressor/oppressed sex roles."
(Rebecca et al. 1976, p. 204)

Discussion and synthesis.

With the exception of Freud's

psychoanalytic model of identification,

none of tne

theories presented here were developed specifically to
deal with the development of sexual identity.

They all

use existing constructs to explain sexual identity as
one aspect of human growth and development.
The major distinction between these theories is
tnat the so-called traditional theories view sexual
identity development as complete, with the individuals
acquisition of socially prescribed,
behavior,

rigio sex-typed

while the more recent theories of sex-role

transcendence view rigid sex-typing as one phase in tne
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process of achieving sexual identity.

In short,

sex-

role transcendent theories pick up where the traditional
theories leave off.
As is shown in the attached model,

there is a great

deal of similarlity in the ways that all theorists view
the first stage of development:

the early acquisition

of gender label and the development of sex-role stereo¬
types.

Block (1973),

(1976),

and the social learning theorists Bandura, Ross

and Ross

Pleck

(1963), Mischel

(1973),

(1966,

Rebecca et al.

1970) are all in agree¬

ment that children are socialized to conform to sextyped behavior by parents,

other significant adult mod¬

els and social norms of behavior.

Although Kohlberg's

theory suggests that gender identity is acquired before
sex-role stereotypes are learned,

he too acknowledges

that imitation and modeling of sex-stereotyped moaels
occurs.
The traditional approaches focus on the acquisition
of sex-typed identity in great depth.

As a result,

the

transcendent models have been able to builo upon the
years of research on the processes by which children
acquire a gender label and the appropriate sex-role
behaviors that accompany it.
in some sense,

The transcendent moaels

assume that gender labelling and sex-role

stereotypes are developed,

so they focus far more on the
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stages that transcend the stereotypes,

and the difficul¬

ties involved in that transition as a result of social
norms that specify dichotomous roles for males and fe¬
males.

The transcendent models incorporate all the

stages of the traditional approaches in the first two
to four stages.

Pleck and Rebecca's third stage and

Block's fifth and sixth stage are new stages that hao
not been conceived prior to their introduction in the
1970'S.
If a composite were drawn of all the sex-role iden¬
tity theories described here,
look much like Block's.

the model would probably

Her model encompasses all of

the stages in the traditional theories and the transcen¬
dent theories.

Although her theoretical orientation

(ego developmental) is unique,

her stages include per¬

spectives that are found in social learning theory,
cognitive developmental and sex-role transcendent
constructs.
This review of the major theories of sex-role
identity development has provided the beginning of a
more detailed understanding of the process of social
identity development.

It has also begun to suggest

themes that may be generic to other aspects of social
identity development.
In the chart that follows the author presents a
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comparison of the sex-role identity aevelopment theories
by grouping together similar stages or processes amongst
the theories.

There are three similar groupings of

stages that emerge from these diverse models.

Group I

consists of the stages that describe the acquisition of
gender identity and the early formation of gender roles.
In Group

II are stages that describe sex-typed identity

or conformity to rigid sex-roles,

and Group III consists

of stages that describe the rejection or modification
of sex-roles and the development of a sex-role transcen¬
dent identity

for men and women.

As mentioned in the introduction to this chapter,
the author also examines theories of racial identity
development to build a generic model of social identity
development.

In light of the similarities in the pro¬

cess of learning sex-roles ana learning appropriate at¬
titudes and behaviors about race,

it will be interesting

to observe whether the groupings that emerged in the
sex-role theories are also found in the racial iaentity
theories presented in the next section.
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Section Four:

Racial identity development models.

In

this section the author presents five models of racial
identity development.
Blacks,

Three models are presented on

one model is presented on Asian Americans,

and

one model on Hispanics.
As mentioned in Chapter I,

research on racial and

ethnic identity primarily focuses on Third World groups
(Black,

Hispanic,

Asian American and Indian) and select¬

ed White ethnic groups that have been exploited in Amer¬
ica or have not assimilated and live in ethnic enclaves
(i.e.,

Jews,

Poles,

Italians,

French Canadians).

Research on the above listed groups consists of
both process ana non-process studies,

with most of the

research being non-process oriented.

However,

as with

the section on sex-role identity only process-oriented
models will be presented here.

This is done because the

author is concerned with the process of identity devel¬
opment and non-process research is static,

not develop¬

mental .
The first racial identity models presented are
written about Blacks.

Thomas (1971) developea a five

stage model of Negro-to-Black identity development,

in

his book Boys No More.
Thomas believes that Black Americans are socialized
to be

"Negroes" and as such are dependent on White soci-
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ety for their definition of self.

Therefore,

the first

step toward the achievement of a sense of Blackness is
withdrawal into themselves and the Black group for the
purpose of defining ethnic boundaries and internal role
models.

The second stage involves testifying to the

oppression that one has suffered as a Black person.
Information processing around Black cultural heritage
marks the third stage.

Here the individuals are at¬

tempting to discover both their African heritage and
American heritage.
the fourth stage,

This third stage leads directly to
activity,

where they begin to operate

on their new Black identity through actions with a
larger social group.

The fifth stage is called tran¬

scendental because Black people have transcended hang¬
ups about race,

class and other social labels and exper¬

ience themselves as part of humanity.

This fifth stage

can only be achieved through the prior internalization
of a new found sense of Blackness at tne fourth stage.
Working independently of Thomas,
(1970),

William £.

Cross

developed a model of Black identity development

that he calls tne Neqro-to-Black conversion experience.
Cross'
(2)

model also has five stages:

Encounter,

zation and

(5)

(3)

(1) Pre-encounter,

Immersion - Emersion,

(4)

Internalization - Commitment.

Internali¬
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Pre-Encounter.

This stage is similar to Thomas'

condition of Negromachy in that Black individuals accept
the definition of Blackness that they have been given
by White socity.

That is individuals accept as their

self-definition a White racist perspective on Blackness.
Pre-encounter individuals use Euro-American referents
for making sense of life,
beauty,

use White aesthetics to judge

are politically naive about racism and view the

White man as intellectually superior.

Encounter.

This stage involves two steps:

iencing an encounter that

exper¬

"shatters the person's current

feelings about himself and his interpretation of the
condition of Blacks in America"

(Cross 1973,

p.

272) and

beginning to make sense of the world differently as a
result of the encounter.

This stage is one of testing

previously held beliefs and opinions and experiencing
rage and anger at the recognition of having been brain¬
washed at the pre-encounter stage.

The rage and guilt

experienced at encounter push the individuals forward
into the

Immersion-Emersion stage.

This stage is mani¬

fested by almost total focusing of energy on Blackness.
Cross describes this stage as follows:

"This period of emergent identity or just dis¬
covered Blackness is manifested in the con¬
struction of the correct ideology and/or world
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view, glorification of African heritage,
either/or thinking, blacker-than-thou atti¬
tudes, unrealistic expectations concerning the
efficacy of Black Power, and the tendency to
denigrate White people and White Culture while
simultaneously defying Black people ana Black
people and Black culture."
(Cross 1980, p. 85)

This immersion represents the first phase of stage
three.

The second phase,

gence,

emersion,

reflects an emer¬

or coming out of the intensity of the immersion

experience.

In this phase the individuals'

ness and ego-involvement level off,

defensive¬

leaving them in

greater personal control of themselves and less rigid
in thinking.
Internalization marks the fourth stage of Cross'
model.
ity,

This stage is marked by

"ideological flexibil¬

psychological openness and self-confidence about

one's blackness."

While Blacks are a primary reference

group,

people at this stage move toward a more plural¬

istic,

non-racist perspective.

ment ,

the final stage,

Internalization-Commit¬

reflects the phase where Black

individuals have not only internalized a new Black iden¬
tity,

but are committed to activities tnat are meaning¬

ful and helpful to the Black group.

They have become

the internalized identity in action,

as well as in

self-concept.
The final model of Black

Identity Development that

107

will be considered is Jackson's BID theory
consists of four developmental stages.
describes the values, beliefs,

(1976), whicn

The BID theory

locus of control and be¬

havior of Blacks at each stage of development.
stages in the BID are called:
(2) Active Resistance;
ization.

The four

(1) Passive Acceptance;

(3) Redirection and

(4)

Internal¬

Each stage is briefly summarized below:

Passive acceptance.

This stage reflects the con¬

sciousness of Black Americans who are socialized to
passively accept the White racist definition of Black¬
ness that living in White dominated America provides.
Blacks at this stage accept White cultural stanaards
and devalue their Blackness.

Their behavior involves

seeking White approval and attempting to assimilate as
much as possible in White society.

Individuals have

little sense of power and locus of control is external.

Active resistance.

During this stage individuals

begin actively resisting or rejecting white standards,
control and people.

Individuals become aware of White

racism and respond with rage to that racism.

Energy

and behavior are focused on rejecting and distancing
themselves from White society.
psychologically

Cleansing tnemselves

from the toxic racist beliefs and val¬

ues is an important aspect of this stage.
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Stage 3 - redirection.

As a result of the

ing process" that occurs at Stage 2,

"cleans¬

Black people begin

redirecting themselves toward redefining Blackness from
a Black perspective.

No longer ate individuals concern¬

ed with rejecting or reacting to Whites.
to gain pride,
ues,

culture,

Their goal is

and self-esteem by developing Black val¬
etc. with the larger Black community.

a result of this stage,

As

they feel a need to integrate

this new found sense of Blackness with the other aspects
of their identity.

At Stage 4,

Internalization,

they

are no longer focused solely on Blackness and Black
people,

but are concerned with other issues and other

oppressed people.

Unlike all other stages,

individuals

respect and understand the consciousness and behavior
of Blacks at all other stages without being judgemental
or condescending.
Asian-American identity tneories.

Although identity con¬

flict is considered to be one of the major psychological
problems affecting Asian Americans toaay,

there is little

research that focuses directly on Asian American identity
conflict or Asian American Identity Development
1981).

(Kim

Two exceptions to this are Sue and Sue's

(1973)

typology of Chinese-American personality and Kim's
recent Asian American Identity Development Theory

(1981).
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Sue and Sue have developed a static model that sug¬
gests that Chinese-Americans fall into one of three per¬
sonality types:

traditionalist,

marginal man and Asian

American,

as a means of coping with minority status in

America.

Kim (1981) in contrast has aevelopea a pro¬

cess-oriented model that describes five stages that a
person or group transverses in identity transformation
as Asian Americans.

Kim's model unlike Sue and Sue's

is not static and suggests that the typology of tradi¬
tionalist, marginal man and Asian American can be exper¬
ienced by the same person at different times in his/her
life.

Because Kim's model focuses more directly on

identity development,

rather than identity types,

her

model will be discussed here.
Using Japanese-American women as her sample,

Kim

developed a five stage model of Asian American identity
development.

Like the Thomas,

of Black Identity Development,

Cross and Jackson models
this model examines the

influence that racism has on the racial identity of
Third World people in America and the subsequent trans¬
formation of that identity to a positive,
psychological identity.
stages:
(3)

liberated

Kim's model also proposes five

(1) Ethnic Awareness;

(2) White

Identification

Awakening to Social/Political Consciousness;

direction to Asian American Consciousness;

and

(4) Re

(5)

In-
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corporation.
In Stage 1,

Ethnic Awareness,

Kim's Japanese-Amer¬

ican subjects were conscious of their ethnic identity
but were generally unaware of racism and its effects on
their particular ethnic group and racial group.

Depend¬

ing on the demographics of their immediate community:
predominantly White or predominantly Third World,

sub¬

jects reported varying degrees of comfort with their
ethnicity and their "differentness," with those growing
up around Whites reporting more tension and discomfort
about their ethnicity than the other group.
stage,

During this

all subjects began to become aware of other's

perceptions of them and were confronted with racism
either directly or indirectly.

This led to doubt and

anxiety about themselves which they perceived to be
their fault and a subsequent negative evaluation of
themselves based on the notion that to be different is
not good.

These feelings lead to the development of the

second stage of white Identification.

Here the subjects

began to internalize White racism even more deeply and
accept the dominant society's definition of them.
goal is to disappear,
the background.
I

ble,

Their

assimilate or somehow blend into

They try to become as White as possi-

in appearance,

language,

dress,

goals and values.

They become embarrassed about their identity and judge

Ill

other Asian Americans as inferior.

They reported little

or no consciousness of themselves as oppressed people.

Stage 3 - Awakening to social/political conscious¬
ness*

Sometime during this stage,

individuals encounter

incidents of racism that burst the bubble of White iden¬
tification.

This is not to suggest that prior to this

stage the subjects did not experience racism,

but at

this stage they understand those racist incidents for
what they are,

rather than taking on the blame for being

different or inadeguate.

Kim describes this stage as:

"a time of discovery and initial questioning,
of sharing data about one's experiences, i.e.,
testifying and gaining a new perspective on
judging one's experience in this society.
For
the first time the Asian American sees him/her¬
self as a racial minority and understands the
meaning of that status."
(Kim 1980, p. 19)

Identification with other Third World people occurs and
anger and rage at white racism is felt and acted upon.
At this stage individuals experience an internal locus
of control and direct anger outward.
American at this stage

However,

the Asian

"has not fully immersed him/her¬

self into dealing directly with his/her Asianness.
Rather the Asian American has dealt with the broader
concept of being a racial minority ana a Third World
person."

This leads to the concern witn identifying as
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Asian American.

At Stage 4 - Redirection to Asian Amer¬

ican Consciousness,

the subjects temporarily withdraw

from the larger Third World community and focus on the
Asian American experience.

Tnis is a stage of reclaim¬

ing and renaming one's heritage as an American of Asian
descent.

Individuals actively seek out other Asian

Americans and become involved in Asian American groups
and organizations.
poration ,

The fifth and final stage of incor¬

involves incorporating the new positive sense

of self as Asian Americans with the rest of their iden¬
tity.

Like individuals in the final stage of Black

identity development,

persons at this stage,

are con¬

cerned with issues in addition to race and racism.

They

can empathize with and support Asian Americans at all
other stages and assist them in their growth.

The Asian

Americans at this stage of development no longer feel
the need to relate exclusively with the Asian American
community,

but they rejoin other Third World groups and

work towards mutually compatible goals and interests.

Hispanic/Latin Identity Development Tneories

David Hayes-Bautista's

(1974)

study of Chicanos is

different from other studies of racially oppressed
groups in that his subjects were assimilated; they had
little or no senlse of Chicano ethnic identity.

They
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felt and identified themselves as Anglo.

The focus of

his research is on the process of "dis-assimilation"
and the manner in which an assimilated Chicano achieves
a sense of ethnic identity.

His study is also unique

in that he doesn't focus on ethnic identity,
defines as "an individual,

which he

internal psychic process,

a

result of socialization accompanied by feelings of be¬
longing"

(p.

11).

He is studying a social process "in¬

volving the interaction of two or more persons,

rather

than the internal workings of a person's mind" or ethnic
identification,

defined as a "social process external

to the individual by which his ethnic background is oefined by others"

(Hayes-Bautista 197A, p.

11).

his model describes both the actions of others,

As such,
who

either support or deny the ethnic identity of the Chi¬
cano,

and the internal processes or stages by which

Chicanos disavow their identity or accept ic and reclaim
it.

His model describes four stages in the process of

disassimilation:
Stage 1:

Ethnic

Identification Disavowal

Stage 2:

Acceptance of Ethnic

Stage 3:

Ethnic

Interest/Reclaiming Heritage

Stage A:

Ethnic

Identity

Identification

Internalization

The sample of his study included Chicanos who were
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in two different starting points in the process,

Anglo-

oriented Chicanos and Mexican-oriented Chicanos.

Anglo-

oriented Chicanos are Chicanos who feel that they are,
and always have been Anglos,

whereas Mexican-oriented

Chicanos feel that they are now or once were Mexicans.
The important difference between these two groups is
the Chicano who at one time was Mexican-oriented had to
deny or disown that group that he belongeo to, whereas
the Anglo-oriented Chicano never had a Mexican orienta¬
tion to reject.

Hayes-Bautista sees both orientations

as a product of socialization from family,
munity and schools.

peers,

com¬

Many Mexican-orienteo people become

Anglo-oriented as they grow up,

and deny their identity

because of difficulties in managing conflicting cultures
ana the expectations of the Anglo-dominated societal
structures

(i.e.,

schools,

professions).

Given these two starting points,

both groups of

assimilated Chicanos engage in Ethnic Identification
Disavowal

(EID),

which is defined as a "meta-process,

itself composed of other social processes and strate¬
gies,

the purpose of which is to attempt to negate an

ethnic identification"

(p.

51).

Two of the major

strategies involved in EID are the muting of ethnic
properties wherein one attempts to suppress ethnic
properties

(i.e.,

name,

hairstyle, oress, mannerisms)
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which might be used for identification purposes,
the reconstruction of personal history

and

(i.e., denying

one's personal family history and fabricating a ficti¬
tious past).
al,

EID as a stage not only involves disavow¬

but active Anglo identification.

EID occurs because

the Chicanos have determined that tneir interactions
with the world (i.e.,

schooling,

forming friendships,

securing a job) would be impeded if their true identity
as a Chicano were known.
infrequently,

Some Chicanos may utilize EID

while others may make it their basis of

interaction with the world.
Psychological dimensions of this stage include
feelings of shame about the ethnic group,
anxiety about being discovered,

internal

which leads to a sense

that relationships with others are fragile.

Other

behaviors in this process include identification with
the oppressor and attraction to civil rights issues,
not for one's own group,

but for Blacks,

Jews or other

oppressed groups.
For the EID process to be successful,

necessitates

the complicity or reciprocity of others with whom the
Chicano interacts.

Thus Chicanos will form relation¬

ships and associations with those who will support
game."

However,

"the

it is unlikely that everyone will re¬

ciprocate in the disavowal process and the Chicanos will
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encounter situations that force an ethnic identifica¬
tion.

The Chicanos can then choose to continue the

disavowal or accept the ethnic identification.

Whether

the Chicano will accept the ethnic identification ana
begin to deal with some of the feelings associated with
the identification,

is dependent on the sources of the

identification or labelling.

Hayes-Bautista says that

when ethnic identification is done informally through
peers or through Chicano institutions or organizations
the individual is more likely to continue along the
path toward accepting and embracing their ethnicity.
Acceptance of Ethnic

Identification is the second

stage in the process of dis-assimilation.

Initial ac¬

ceptance leads to Stage 3 - Ethnic interest or reclaim¬
ing of one's heritage and identity.

The reclaiming

process may involve joininy support groups,
ganizations,

or taking classes,

or reclaim one's ethnicity.

Cnicano or¬

as attempts to uncover

This reclaiming process

may be an empty experience that has little relevance
for the individual's present condition,

or it may lead

to the internalization of ethnic identification.

Hayes-

Bautista refers to this reclaiming as the beginning of
a sense of ethnic identity

.

.

•

"the increased knowledge about one's ethnic
background starts to become a part of a per-
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son's own individual identity, that is, it be¬
comes a part of what that person feels about
himself."
(p. 138)

Internalization (Stage Four) involves a feeling of
kinship,

a desire to emulate other Chicanos, a desire

to be accepted by Chicanos as Chicano and a desire to
do something for the group.

Other consequences of in¬

ternalization include a projection of ethnic identifica¬
tion through cultural expressions,
foods;

dress,

reconstruction of personal history

Chicano foreparents),

language,
(to include

and shifting criteria for friend¬

ship that is no longer based on reciprocity of EIO.
Internalization is usually experienced in two ways:
Conversion or Vindication.

Conversion is usually ex¬

perienced by Anglo-oriented Chicanos; it is described
as a strong emotion or feeling that they are now part
of a group.

Vindication is usually experienced by

Mexican-oriented Chicanos.
ing of returning,

It is described as a feel¬

or coming home to the group.

Discussion and synthesis.

These five theories of racial

identity development have several commonalities.

All of

them focus on a racially oppressed group and with vary¬
ing degrees of emphasis,

each author discusses the neg¬

ative effects that living in a racist society has on tne
racial identity (development of their group.

Although
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they have different names for their stages the authors
describe similar processes in all five models.

All of

the theories have a stage that describes how members of
the group are socialized to accept a racist definition
of themselves and to identify consciously or uncon¬
sciously with the oppressor group.
of Hayes-Bautista1s model,

With the exception

all of the theories have a

stage where group members experience an intense period
of anger at racism,

White people and society,

and at

their own internalized negative identity; and all of
the models have a stage of redirection or redefinition
of the group identity,
tity is internalized,

and a stage where this new iden¬
integrated or incorporated into

behavior and other aspects of the identity.
In addition to the obvious difference that these
theories focus on different

racial/ethnic groups and

their unique experiences as racially oppressed people,
these theories also differ in the following ways:

un¬

like the Black and Asian American theorists Hayes-bautista's study

focused on subjects who were structurally

and culturally assimilated,

and his model described the

interaction between processes in the external environ¬
ment

(ethnic identification) and internal processes

(development of ethnic identity).

While the otner the¬

orists do acknowledge the influence in the environment
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that stimulate stage transitions,

they focus on the

external environment to a lesser extent.
Unlike the Black theorists and the Chicano theor¬
ist,

Kim proposes in her model,

a stage of Ethnic Aware¬

ness that precedes the acceptance of White identifica¬
tion.

She suggests that Asian Americans experience tnis

stage while Blacks in particular do not because Asian
Americans have a greater connection to their country or
origin as a result of voluntary immigration (in contrast
to abduction of Africans from their homeland and en¬
forced slavery).

Also she notes that Asian Americans

are more likely to be seen and treated as foreigners in
American and to maintain culturally intact ethnic com¬
munities,

i.e.,

China town,

Japan town.

Kim and Hayes-Bautista also differ from the Black
identity theorists in that they suggest that members of
their group may be conscious of,

and involved in other

social movements before they become involveo in their
own struggle to achieve liberation ana a positive racial
identity.

Four similar groupings of stages emerge in

this comparison.

Group

I consists of stages that de¬

scribe in various terms the acceptance of white racism
and the internalization of a negative racial identity.
The stages included in Group

II describe the rejection

of or resistance! to white racism and a negative,

or ae-
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valued racial identity as a member of that group.

Group

III consists of stages that describe the process of re¬
naming the racial group,

and re-directing attention in¬

ternally to issues of individual and group identity.
Group IV consists of stages that describe the incorpor¬
ation or integration of the re-defined racial identity
with other aspects of the total identity.
As stated in Chapter I,

in the description of the

organization of the dissertation,

tnere are similarities

in learning what it means to be a male or female,

and

learning what it means to be a member of a particular
racial group.

For example, both race and sex are con¬

sidered to be primary highly visible social categories
that distinguish people from each other,

and are cate¬

gories that have different social "rank" or value at¬
tached to them.

Learning sex-roles and racial roles

also involves similar processes of reward and punish¬
ment,

imitation and identification.

Noting these sim¬

ilarities in both processes is not to suggest that
there are not also differences,

but since identifying

generic or similar aspects is the focal point of this
analysis,

the following similar processes are seen to

occur in both sex-role and racial identity theories.
(1)

a phase of pre-socialization,

or the early begin¬

nings of socialization to one's role;

(2) a phase where
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the appropriate social beliefs and roles are accepted
and practiced;

(3) a phase where these acceptea beliefs

and roles are challenged and rejected;

(4) a phase of

re-direction of re-definition of the sex-role or racial
identity; and (5) a phase where the new identity as a
male/female or member of a racial group is internalized
and integrated.

The similarities and differences in the

sex-role and racial identity models will be discussed
further in the next chapter.
The attached chart presents a comparison of the
similar stages in all of the racial identity development
models.
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In this chapter the author presented an overview of
different conceptualizations of identity,

and discussed

different approaches to identity research taken by the
disciplines of Psychology,

Sociology and Anthropology.

The author described her assumptions about and working
definition of "identity" and "social identity."
ing this,

limitations,

Follow¬

or problematic issues in identity

research were described and discussed.

Specifically the

author discussed the difficulty that the various sci¬
ences have had in studying identity,

a concept that

bridges two unique schools of thought - psychology and
sociology.
The author then presentee in two separate sections
a brief overview of sex-role identity development the¬
ories and racial identity development theories as two
sub-aspects of social identity development.

Then,

the

similarities and differences within each of these groups
of theories were identified and discussed and a synthe¬
sis of sex-role identity and racial identity theories
were presented in chart form.
In the next chapter the author presents a synthe¬
sis of the common processes or elements in the sex-role
and racial identity theories presented in this chapter.

CHAPTER

I I I

GENERIC STAGES OF SOCIAL IDENTITY DEVELOPMENT

Introduction
Despite the diversity of theoretical frameworks ana
the types of subjects studied,

there are significant

similarities in the theories of sex-role identity ana
racial identity development described in Chapter II.
These similarities suggest that there may be some gen¬
eric elements in the development of social identity,
whether the specific characteristic is race,

ethnicity

or gender.
We begin our discussion of similarities by noting
that there are some common assumptions upon which these
theories are based.

First,

because these theories all

describe an aspect of social identity development,

a

basic assumption is that social meaning and evaluations
are,attached to all social groups and that in the pro¬
cess of development,

individuals of these groups are

influenced by the social meaning that is attached to
their group.

To simplify this statement,

a common as¬

sumption is that people are affected by their social
environment through socialization processes.
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Although
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there is disagreement among the theorists as to whether
individuals are totally passive products of tneir so¬
cialization, or are more active agents of structuring
their own learning,
emphasis,

these arguments focus on degree and

not on whether socialization occurs.

A related assumption that appears to be shared is
that social identity results from an interactive process
between individuals and their social environment.

Thus,

while members of social groups are indeed socialized and
exposed to social forces as a consequence of a particu¬
lar group identity,

they do not all experience or inte¬

grate the socialization in the same way or to the same
degree,

Common processes in sex-role and racial identity tneories.

Following these assumptions,

ories reviewed,

Block's,

Pleck's,

three of the the¬

and Rebecca's start

with a presocialization stage, or a stage where there
is no social consciousness.

This stage describes the

behavior of individuals in their "natural" or presocializea state,

ana the early beginnings of socialization,

but preceding the acceptance of prescribed social be¬
liefs,

roles and behaviors of one's social group.

significant generic features of this stage include.

(1)

spontaneous behavior

The
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(2)

unawareness or confusion about appropriate
prescribed behavior and roles of the social
group

(3)

unawareness of or confusion about socially
prescribed attitudes and beliefs about the
social group

In Block's model this period encompasses the Im¬
pulse-Ridden and Self-Protective Stages; in Rebecca ana
Pleck's models it is referred to as the stage of unaifferentiated or unorganized sex-roles.
turity of individuals at this stage,

Due to the imma¬
they are generally

more concerned with other developmental tasks such as
language acquisition,

walking and increasing differen¬

tiation between self and others,

and tney are not con¬

cerned with sex-appropriate behavior.

They are too

young to be aware of cultural expectations for their
behavior.
Chapter

Although the other theories reviewed in

II do not describe this phase explicitl-y they

imply that individuals come into the world in a "natur¬
al" or presocialized state with no preaisposition to
acquire any particular identity,

or to conform to soci¬

etal standards for their group.
Other theorists

(all of the racial identity theor¬

ists and traditional sex-role theorists begin their mod¬
els with a stage that describes the early socialization
experiences or how the social identity is formed.

This
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stage describes both the process and substance whereby
individuals learn the social meaning ascribed to their
identity group.

Different theorists have different

names to describe tnis stage.

For example Cross refers

to this stage as Pre-Encounter,
is Passive Acceptance,
Bautista,

in Jackson's model it

in Block's,

Conformity,

Ethnic Identification Disavowal,

in Hayes-

in Kim's,

Ethnic Awareness and White Identification and in Pleck
and Rebecca's,

Polarized Sex Roles.

ferent labels for the stage,

Despite the dif¬

the critical features of

this phase are similar in all theories.

It is at this

point that individuals first acquire a sense of racial
or sex-role identity.

At this stage the identity is

primarily influenced by the social conception of the
dominant social group.
The significant generic features found in this
stage include:

(1)

Identification with role models and imitation
ana modelling of behavior.

(2)

Development of stereotypes abut one's own
group and other groups, and rigid adherence
to these stereotypes as models for behavior.

(3)

Conforming to social expectations and demands
of appropriate behavior as a member of the
group.

(4)

Rejection of behaviors or characteristics
that are not valued in one's social group, or
are seen as inappropriate to one's role - for
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example racially oppressed children reject
characteristics that are devalued by the aominant group - or qualities related to their
aiackness or Asianness.
In a different way
girls and boys reject behavior or styles that
are labelled inappropriate to girl or boytyped behavior.

The manner in which individuals acquire stereotypes
and role expectations are complex and difficult to mea¬
sure.

Agents of socialization identified in these tne-

dries include parents and other significant adult role
models,

i.e. ,

teachers and authority figures who serve

as role models of appropriate behavior and who monitor
punishments and rewards for inappropriate or appropriate
behavior;

schooling in general and educational curricu¬

la; television and other forms of media;

interaction

with peers of the same social group and other social
groups.
In this stage individuals are given a social
identity that has been defined by society.

In part be¬

cause children are members of a powerless group and in
part because they don't have the defenses or cognitive
capacity to challenge what tney are taught,

this

identity is absorbed as natural and normal,

even if it

conflicts with what they want,

given

need or believe.

There are differences in the way the sex-role ioen
tity and racial identity models describe their identity
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groups.

The sex-role identity models describe sex-role

development

for both females and males, while tne racial

identity models describe only the development of one
racial group.

All of the racial identity tneories pre¬

sented in Chapter II center on racially oppressed or
Third World people.

All of these theories are basea on

the assumption that the ideology of White racism is a
profound aspect of the socialization experiences that
these children encounter.

In contrast,

the sex-role

theorists do not discuss the impact of sexism, or male
supremacy,

per se,

and females.

or the identity development of males

Instead they focus on the notion of sex-

role stereotyping - the rigid assignment of certain
exclusive qualities and behaviors to males and females,
and discuss hoj/v the prevalence of these stereotypes and
roles shape the identity of males and females.

While

acknowledging that the substance of the stereotypes are
different for males and females,
a generic process,

these theories describe

that applies to both sexes.

Regardless of whether the theorists focus on op¬
pression,

or the process of stereotyping,

both the

racial and sex-role theories view these social forces
as limiting and harmful to chilaren's development,

be¬

cause they are forced to suppress their natural im¬
pulses,

values and behaviors to conform to a socially

130

imposed standard.
Another phase that is found in all of the theories
except the traditional sex-role theories is a phase of
rejection of the identity that has been internalized in
the previous stage.

This period of rejection seems to

begin with the recognition of discomfort or dissonance.
This discomfort may result from the discrepancy between
what the individuals feel are their own needs,

beliefs,

feelings and behavior and the socially accepted defini¬
tion of how persons of that group should think,
behave.

feel and

Or it may be the result of events external to

the individuals,

such as historical events,

in the larger social environment,

or events

that make individuals

question what they have been taught to accept about
their social group and other social groups.
This discomfort or dissonance results in a perioo
of questioning about the meaning of this social identi¬
ty;

the status or role accorded to their identity group,

and the manner in which

they are treated by others and

\

by social institutions.

The theories reviewed in the

previous chapter that include this phase are Block,
Pleck and Rebecca's sex-role theories and Cross,
Jackson,

Thomas <knd Kim's racial identity theories.

The traditional sex-role theories
Social

(Identification,

Learning and Cognitive Developmental) do not
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include this phase because development in these models
ends with the acceptance or acquisition of a stereotyped
sex-role identity.

Hayes-Bautista1s model does not in¬

clude this phase explicitly but implies that it occurs
as part of the return to an identification with the
Chicano group.

In the racial identity models this phase

of rejection or resistance is described as a separate
stage,

whereas the models of Block,

treat this phase only peripherally,

Pleck and Rebecca
or see it occurring

within the context of sex-role transcendence phase,
where individuals begin to define themselves autonomous¬
ly and irrespective of societal definitions.
in these models this phase occurs as part of

Therefore
BIock's

Autonomous level and as part of the ptage of Sex-Role
Transcendence in Pleck and Rebecca.
The significant generic features found in this
phase include:
(1)

Questioning previously held beliefs about
self as a member of the social group.

(2)

Experiencing discomfort ana anger at having
conformed to socialization about the group;
and sharing these feelings ("testifying")
with members of the same social group.
Directing anger outward at aominant social
groups.

(3)

Rejecting the socialized messages and con¬
forming identity in thoughts, feelings and
behaviors.
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(4)

Gaining a new perspective or consciousness
for understanding one's experience as a
member of a social group (i.e., recognition
that one has been socializea and that his/her
life has been shaped/limited by social group
membership.

(5)

Recognition of one's social group identity
and the development of a feeling of ownership
in that group.

What do these theories suggest as the reasons that
people move from the acceptance phase to a rejection
phase?

It was suggested briefly before that social or

historical events can cause questioning of beliefs held
at the previous phase,

but some authors have suggested

additional variables or causes as well.
for example,

Hayes-Bautista

suggests that interaction with significant

others of the same social group can force one to own up
and identify with their ethnicity,
guise it fail.

when attempts to dis¬

Kim suggests that others,

particularly

others who are also Third World people can have an in¬
fluence on developing a social and political conscious¬
ness that helps in understanding how the identity of
one's group is effected by
others,

racial oppression.

For some

being involved in the women's movement ano wo¬

men's consciousness raising nelpea them unaerstana tneir
victimization and socialization as women,

which in turn

helped them make sense of how they had internalized a
negative identity as Asian Americans through the same
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socialization processes.

Block suggests that individu¬

als move to this phase as a result of reaching a level
of ego development where they become more self aware,
and develop more awareness of their unique values, pre¬
dispositions and behavior.

This development of increas¬

ing self-awareness leads to the recognition that their
needs are not being met by fulfilling the appropriate
sex-role.

This internal recognition leads to change ana

the phase of rejection where these internal conflicts
are addressed.
Following this period of rejection,
ists describe a stage of self-definition,

several theor¬
or transcen¬

dence of a socially defined identity to one more con¬
sistent with the way individuals see themselves or want
to express themselves.

The major thrust of this stage

is to re-define or re-name themselves as a member of a
social group,

apart from,the socially defineo identity

they were given.
In the sex-role theories this phase is referred to
by Pleck and Rebecca as sex-role transcendence and it
encompasses part of Block's Autonomous and Integrated
Stages.
In the racial identity theories it is descnoed by
Thomas as information-processing; by Cross as
Emersion;

by

Immersion

Jackson and Kim as Redirection; and by
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Hayes-Bautista as Ethnic

Interest/Reclaiming Heritage.

The significant generic features of this stage
include:

(1)

introspection about one's social group
membership

(2)

defining one's own needs as a social entity
without considering the socially definea
needs, interests and values of one's group

(3)

rediscovery of or renewea interest in one's
heritage or culture as a member of the social
group

(4)

development of pride and esteem in one's
group membership

(3)

for some groups, a withdrawal from other
social groups and a joining with members of
the same social group for support

The transition process from the stage of resistance
and rejection of socialization occurs when the individ¬
uals recognize a need to define what their social iaentity stands for,
jects.

not only what it stands against or re¬

Since the third phase involved becoming clear

about how the social environment has named the mdivio'

uals based on stereotypes and limited concepts of the
social group,
ited concepts,
tity void.

and rejecting these stereotypes and lim¬
it has the effect of producing an iden¬

People become clear about what they are not,

which helps them become ready to define what they are.
Also,

the racial identity theories suggest that racial
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group members become politicized at the rejection/resis¬
tance phase and become conscious of how their group has
been oppressed.

This politicization has the effect of

distancing these racial groups from the dominant group
and from other racial groups.

This distancing and re¬

jection of the dominant group,

as well as the conscious¬

ness that others of the same race group are oppresseo,
produces a desire to join up with members of their iden¬
tity group.

This desire leads to the formation of sup¬

port groups,

and an interest in joining with peers in

the process of reclaiming or rediscovery of the group's
heritage, culture,

and uniqueness.

At this stage people begin to develop a sense of
group identity that they feel positive about,
is personally meaningful to them,

anc that

regardless of how the

social environment labels or stereotypes them.
In the racial identity theories this process of
redefinition is described as a separate stage, whereas
in the sex-role theories this phase is included in the
stage of Sex-Role Transcendence.

The stage of sex-role

transcendence involves three distinct processes that
other theorists describe in three separate stages.
These processes are:

rejection of stereotyped identity,

formation of new identity,
the new identity.

and the internalization of

In Block's model this phase is seen
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as occurring in two stages.

The prpcess of redefinition

begins in the Autonomous stage and continues into the
Integrated stage.
The final common phase that these theories aescribe
involves the integration,

incorporation and internaliza¬

tion of the redefined iaentity in the individuals'
identity or into their behavior,

goals,

world view,

total
etc.

The generic features of this stage include:

(1)

integration of aspects of the new redefined
identity at Stage IV with other aspects of
the identity

(2)

behavior that is characterized by flexibility
plurality and personal choice

(3)

transcendence of sole focus on one part of
identity and concern for other identity issues

(A)

rejoining of other social groups that were
separated from the previous stage as appro¬
priate and beneficial.

(3)

understanding of and empathy for people of
the social group who are at the previous
stages of development

At this stage the new,

redefined iaentity achieved

at the fourth stage is internalized.

Since "identity"

is comprised of personal and social aspects and change
in any

sector of identity has implications for other

aspects of identity,

this stage involves the integration

or incorporation of the changed identity into the total
personal system.

Inaividuais at this point are able to
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move beyond the total "immersion" in this one aspect of
their identity.

Concern for how the redefined identity

affects other social group memberships develops at this
time.
The characteristics of all of the generic stages
are summarized in the following list.

Generic Stages of Social
I•

Identity Development

Pre-Socialization - No Social Consciousness
-- spontaneous,

natural behavior

-- unawareness of or confusion about appropriate
behavior and one's social role
-- unawareness of or confusion about appropriate
beliefs and attitudes auout seif and others

II.

Acceptance of Socialization - or Acceptance
-- identification with role models and imitation
and modelling of benavior
-- development of stereotypes and rigid adherence
to stereotypes
-- conforming to social expectatins and demands
of appropriate behavior as a member of the
group
-- rejection of behaviors or characteristics that
are not appropria-te

III.

Rejection of Socialization - or Resistance
-- questioning previously held beliefs about self
as a member of the social group
-- experiencing discomfort and anger at having
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conformed to socialization about the group;
sharing these feelings with members of the
same identity group; directing anger outwara
-- rejecting the socialized messages and conform¬
ing identity in thoughts, feelings and behav¬
iors
-- gaining a new perspective or consciousness for
understanding one's experience as a member of
the social group
-- recognition of one's social group identity ana
the development of a feeling of ownership in
that group

IV.

Redefinition
-- introspection about one's social group memoership
-- defining one's own needs without considering
the socially defined needs of one's group
-- rediscovery of or renewed interest in one's
heritage and culture as a member of the social
group
-- development of pride and esteem in one's group
membership

V.

Internalization
-- integration of aspects of social identity
redefined at Stage IV into other aspects of
identity
-- behavior is characterized by flexibility,
plurality and personal choice
-- transcendence of the sole focus on one part of
identity, and concern for other identity issues
-- rejoining of other social groups that were
separated from at the previous stage, as
appropriate and beneficial
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-- understanding of and empathy for people of
one's group who are in the previous stages of
development

The chart presented on the following page describes
how the specific stages in each of the sex-role and ra¬
cial identity development theories correspond to the
generic stage of social identity development.
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Piff6rences .

To focus on the commonalities amongst

these theories is not to suggest that there are not
significant differences also.

Before discussing the

specific differences between specific theories,

there

are differences between the sex-role theories as a group
and the racial identity theories as a group that should
be noted.

One major difference between these groups of

theories is that the racial identity theories describe
the identity development processes of racially oppressed
groups.

They do not discuss the development of racially

dominant groups.

In contrast,

the sex-role theories

describe the process of identity development for both
men and women,
nate,

the dominant male group and the subordi¬

or oppressed female group.

ference,

Relatea to this dif¬

the racial identity theories acknowledge and

pay more attention to the link between forms of social
oppression and the identity development of socially op¬
pressed people.

The sex-role theories acknowledge tne

influence of sex-role stereotyping on the development
of males and females.
oppressive effects,

While sex-role stereotyping has

it is not the same as sexism.

Sex-

role stereotyping coulo be described as one effect of
sexism but it cannot be equated with the systematic
operation of male supremacy and domination,
itself.

or sexism

This difference in emphasis results in the
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racial identity theorists developing models that include
stages where anger is directed at the dominant social
group - or the oppressor,

and stages where oppressea

people come together with other members of their group,
for the purpose of confronting oppression ana developing
group support and group pride.

The sex-role theories

in contrast focus on movement from stage to stage in
terms of an individual's growth,

and do not focus on

the development of the group.
The sex-role theories in general differ from the
racial identity theories in that they tend to be based
on existing and established theoretical constructs.
For example,

the traditional sex-role theories were not

developed specifically to explain sex-typed behavior,
the authors used existing theories as a model to explain
sex-typed behavior,

i.e.,

iaentification theory,

tive developmental theory,

cogni¬

social learning theory,

are

the constructs that were used ana applied to understand¬
ing the development of sex-role identity.

Similarly,

Block and Pleck's sex-role transcendent models were
based on Loevinger's ego development theory and theories
of language acquisition,

respectively.

The racial iden¬

tity theories were developed independently by the auth¬
ors,

without the use of other establisheo constructs.
There are specific differences in the ways that
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the authors describe their theories.
and Block give only brief,
models.

Pleck,

Rebecca

sketchy descriptions of their

All of these models were developeo recently and

represent a departure from the traditional sex-role mod¬
els,

so as a result they may not be as fully developed,

or as well researched as the older models.
of the racial identity theories in contrast,
ten lengthy articles,
theories,

have writ¬

books or dissertations on their

and they provide much more detailed descrip¬

tion of the stages,
from stage to stage.
ists,

The authors

and the processes of tranisition
Among the racial identity theor¬

Cross and Hayes-Bautista differ from the others

in that their theories tend to describe in more depth
the events or situations that cause transitions from
stage to stage,

in contrast to their more limited de¬

scriptions of the stage itself.
Limitations.

The author proposes that there are five

generic stages in the development of social ioentity.
This model outlined in this chapter has limitations
which need to be acknowledged.

First,

the author is

proposing a model that was derived from an analysis of
two sets of theories about two social identities - sexrold ana race.

Although sex-role and racial identity

are the most well researched areas of social identity,
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they represent only two aspects of social group member¬
ship.

Therefore deriving a generic model of social

identity development from two specific social identity
groups questions the generic nature of the model.
Secondly,

all of the racial identity theories that

were used to inform the development of the generic
model were developed around the experiences of racially
oppressed people.

This author is using this generic

model to analyze the experiences of a racially dominant
group.

The author attempted to include social identity

theories that describe the experiences of other dominant
groups,

i.e.,

ond chapter,

men,

WASPs,

etc.,

but as noted in the sec¬

most social identity theory does not in¬

clude research on dominant groups,
groups.

Therefore,

available models,
Summary ♦

only

"deviant"

the author was limited to using the

all of which focus on the oppressed.

In this chapter,

the author identified and

described generic stages that emerged from an analysis
of sex-role and racial identity development theories.
The first stage was labelled Lack of Social Conscious ness,

referring to the condition of pre-socialization

or naivete regarding social expectations ano roles.
The second stage,

labelled Acceptance descrioes the

acceptance of or acquiesence to,

limiting stereotypic
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social roles of the group.

The third stage,

Resistance

refers to resistance to or rejection of socialization.
The fourth generic stage was labellea Redefinition,
because individuals and groups engage in a process of
renaming or redefining their social identity,

after

resisting negative aspects of their socialization.
fifth and final generic stage that was iaentified,
belled

Internalization,

The
la¬

describes the internalization

or integration of the redefined social identity with
all other aspects of the person's identity.
These five stages were found to be generic or
common to the theories of sex-role and racial ioentity
development.

The author is proposing that these five

stages may be generic to the development of all social
aspects of identity development.

The review,

analysis

and synthesis of the sex-role and racial identity de¬
velopment theories was conducted by this author in the
aosence of any generic model of social identity devel¬
opment .
In the next chapter the author will apply her five
generic stages,

identified in this chapter,

to a de¬

scription of the stages of racial identity development
in Whites.

CHAPTER

I V

WHITE IDENTITY DEVELOPMENT

Introduction

In this chapter,

the author will presents her White

Identity Development model based on the generic stages
of social identity development that emerged in Chapter
III.

Each stage of the five stage White Identity Devel¬

opment model

(WID) will include a description of the

generic aspects of the stage;

a narrative description

of how people experience these generic aspects as mem¬
bers of the White racial group with illustrations of the
stage provided by excerpts from autobiographies.
ple indicators of the thoughts,

feelings and actions re¬

lated to three contexts - the self,
ent race,

Sam¬

others of a differ¬

and the social environment are presented for

each stage.
This chapter is organizeo in the following manner.
The chapter begins with a description of the authors and
the books that were selected to provide supportive aata
on the WID stages.

Limitations of the use of autobi-'

ographies in contrast to other data sources are dis¬
cussed.

This is followed

Dy

a synopsis of each autobi-
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ography.

A description of each WID stage is then pre¬

sented and a summary in chart form of the stages is
presented.

Autobiographical data.

For this study the author

located ten autobiographies and two anthologies - or
collections of writings by several Wnite authors.

There

are few autobiographies that focus directly on the auth¬
ors'

lives as members of the White racial group; how

their growing up experiences were affected by race ano
racism; how they related to people of other races; and
how they

feel about their participation and membership

in a racist society.

The criteria employed to select

the six autobiographies from this group of twelve
included the following:
(1)

The authors had to be White according to the
U.S. governmental classification system
(non-Hispanics having origins of the people
of Europe, North Africa or the Middle East).
Persons of mixed racial parentage were not
included.

(2)

The autobiographies had to be explicitly con¬
cerned with the authors' lives as White peo¬
ple, and with their growth and development
regarding racial issues and racism.
For this
reason the author looked for books that ema¬
nated from the recent Civil Rights Movement
period (1954-1967), although the search was
not limited to this period.

(3)

The autobiographies had to describe their
life experiences over as period of at least a
few years, ano preferably several years, to

148

provide a sense of how the authors developed.
Autobiographies that focused on one particular
issue or one point in the person's life were
omit tea.
(4)

The author attempted to balance the represen¬
tation of authors in terms of gender, region
of tne United States, and period in history.

The two anthologies were omitteo for several rea¬
sons:

(1) they provided only sketchy selections by a

group of authors and did not provide an in-depth por¬
trayal of the authors'

lives;

(2) they focused on one

issue or one short period in the autnors'
they represented a limited sample--i.e.,

lives; or (3)
one was a col¬

lection of articles all by White males from the Soutn,
which were written during the same period.

Four of the

autobiographies were omitted for similar reasons,
in addition,
authors'

but

two of the four focused only briefly on the

lives,

with the remainder of the book oealing

with other issues,

some autobiographical,

some more

general commentary on other issues.
Five of the autobiographies that were chosen have
been published; one was included as part of a disserta¬
tion and has not been published by the author.

Description of the authors and their books.

Four of

the authors are White women and two are White men.

Two

of the women grew up in the South and lived most or all
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of their adult life in the South while two of the women
were raised in the North and visited in the South only
periodically.
west;

One White male was raised in the South¬

and one was raised in the North.

in the North during their adulthood

Both have lived

(except for brief

periods that both spent in the Washington,
All of the Southern writers,
from the Southwest,
World people.
their homes,

D.C.

area).

including the man

grew up in close proximity to Third

They had Black servants or employees in
or lived in the same town witn a sizeable

Black community.

Despite this close proximity all auth¬

ors lived in predominantly or all White neighborhoods;
none of the authors,
dominantly

Southern or Northern lived in pre¬

Third Worlo communities.

all authors had the most interaction,

With one exception,
or the most sig¬

nificant interaction with Black people.

The author who

was raised in the Southwest had contact with uhicanos
as well as Blacks.
The Northern writers,

unlike their Southern coun¬

terparts although they may have lived near Third World
communities had little or no contact with Third World
people as children.

Unlike the pattern in the Soutn,

Black people were not servants or close neighbors of
these particular authors.
All of the authors discuss their early childhood--
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through early to middle adulthood,

with the exception

of one book that covers a shorter period
to late adolescence/early adulthooa).

(late childhood

The authors for

the most part wrote their books during the Civil Rights
Movement/Black Power Movement,
prior to this period.
follows:

but two were written

The authors'

ages breakdown as

one was born in the early 1900's; three were

born in the mid-1920's and two were post-World War II
born—mid-1940's and early 1950's.
With one exception,
in an anti-racist,

none of the authors were raised

or even liberal family environment.

In fact all five authors report that their parents were
at best unconcerned or oblivious to racial issues or
were open advocates of segregation and keeping Black
people "in their place."
Two of the authors were high school graduates and
three were college educated.
Limitations of this approach.

In using autobiographies

rather than live subjects in this dissertation, certain
limitations have resulted.

By using autobiographies the

author's sample was reduced to an older,

less contempor¬

ary group,

Using live sub¬

and the data is not current.

jects could have avoided this by making sure that young¬
er people were included in the sample.

In using data

from this older group,

some of the descriptions of how

the authors experience the stage is "dated."

These

De¬

scriptions don't address the contemporary sophistication
of racism ana its effects on growing up White; they
focus more on obvious patterns of racism such as segre¬
gation.

But in spite of tnis limitation,

the experiences of these authors,

discussing

and including their

own words in the form of excerpts can help us identify
generic aspects of White experience that may be more
subtle for contemporary Whites.
In part the selected autobiographies are dated be¬
cause books focusing on racial issues appear only at
certain points in history.
or immediately

They

tend to appear during

following upheaval in the social/politi¬

cal environment around these issues.

When these issues

are not of popular concern,

the volume of books relateo

to these issues diminishes.

One can infer a great deal

about

the relative salience of an issue at different

points in history by paying attention to the publication
dates of books related to that issue.

Therefore,

it is

probably no accident that all but two of these books
were written ana published immediately after the peak
of the recent Civil Rights Movement.

The author was

unable to locate any racially orientea autobiograpnies
that were published after 1970 (which coincides with
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what many describe as the decade when interest in
racism declined).
Also,

by relying on written wora in contrast to a

person-to-person interview,
formation to use.

the author has limited in¬

Unlike an interview where the re¬

searcher can ask questions and probe deeper into a sub¬
ject's response,

using written works limits the re¬

searcher to using what the author has chosen to write.
There is no possibility for clarification of ambiguity
or expansion of points of interest.
On the other hand,

using autobiographies seemed to

be most appropriate for this dissertation.

Since the

author was not using the data to generate the stages,
but rather to illustrate them,

the written works serve

this function well.

Data in the autobiographies is more

concise

and may be more clear than inter¬

(or compact)

view data because in the process of writing the authors
have had to summarize and cnoose only critical events
in their lives to describe.

Autobiographies can provide

a longitudinal view of a person's life wnich is neces¬
sary

to illustrate development.

This is not always pos¬

sible when using instruments or interviews.
like person-to-person interviews,
phies are accessible.

Also,

un¬

published autobiogra¬

Others who are interested in

this study or this issue can obtain the same data used
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here and draw their own conclusions.

Synopsis of autobiographies.

In this section the author

presents a brief the six autobiographies.

Killers of the Dream by Lillian Smith (1949;
1963).

rpt

Killers of the Dream is described as both "an

autobiography of a Southerner and an analysis of the
South."
Ms.

This book which is one of several written by

Smith,

explores her life as a Southern White woman

beginning with early childhood experiences and including
her reflections on the emerging Civil Rights Movement,
as an older adult.
Ms.

Smith writes most extensively about her child-,

hood and the years that she directed a mountain school
for children.

The middle sections of her book consist

of her analysis of the South and the roots of its unique
brand of racial oppression,

and are less personal.

The

last three chapters return to her personal experiences
and observations.
Lillian Smith was somewhat infamous in her time due
to her progressive stance on racial issues.
t0 Killers of the Dream,

In addition

she authored four other books .

and was editor and publisher of the journal South TodajL.
In her book,

The Wall Between

(1953),

Anne Braden

describes the events surrounding the much celebrated
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case in which she,

her husband and several colleagues

were brought to trial on sedition charges for selling
their house to Black friends in a residentially segre¬
gated neighborhood.

Her book also describes her early

life and how she was shaped by the segregationist en¬
vironment of the South and how she reacted against it.
Using the context of her experience with her trial as a
basis,

she weaves in pieces of her life that pre-date

the event,

as well as her life after the trial.

Confessions of a White Racist,
(1970).

Confessions of a White Racist is comprised of

five sections,

each one involving a different period in

the author's life—boyhood,
early career in politics,
ist.

by Larry King

military service, college,

and later career as a journal¬

Throughout these sections Mr.

King describes how

his consciousness developed and how it changes at dif¬
ferent periods of his life.

The book concludes with tne

author's thoughts on events surrounding the assassina¬
tion of Dr.

Martin Lutner King,

Jr.

Education of a WASP by Lois Stalvey

(1970).

As the

title implies this book focuses on the education of Lois
Stalvey,

a White-Anglo-Saxon-Protestant housewife and

mother.

In this,

her first book,

Ms.

Stalvey describes

how her illusions about America crumbled in the face of
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her "education"--her slowly developing awareness of ra¬
cial oppression and her role in it as a White woman.
Ms.

Stalvey describes her life in the Midwest,

her education began,

where

and continues through her family's

move to urban Philadelphia.

Throughout this book,

ticular attention is paid to the persons,

par¬

situations,

and events that stimulated the author's growth, under¬
standing and commitment to racial justice.

Hey, White Girl, by Susan Gregory
the other five authors,

(1970).

Unlike

Susan Gregory was rather young

when she wrote her book.

Consequently,

it covers a much

briefer time span

(late childhooa to college).

mary

Gregory's book concerns her experi¬

focus of Ms.

The pri¬

ences during the year she and her family moved to a
religious community,

an Ecumenical

Black neighborhood in Chicago.

Institute,

in a

She describes her life

as the only White girl at her high school and as one of
few Whites in her neighborhood.

The last chapter of the

book concerns her experiences after leaving the

Insti¬

tute and her difficulties in finding a role for herself
as a White woman after her involvement with integrated
civil

rights organizations ended witn the onset of the

Black Power Movement.
White on White:

An Anti-Racism Manual

for White
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Educators in the Process of Becoming,

il21±L-

by James M.

hdler

This selection is different from the others in

that it is not strictly an autobiography.

This manual

was developed by James Edler as his dissertation and
while it contains a sizeable section that is autobio¬
graphical,
racism,

it also focuses on the etiology of Wnite

and presents a training program on Racism Aware¬

ness for White educators.
of this dissertation,

The autobiographical section

like Education of WASP,

includes

a fair amount of detail about the events that stimu¬
lated the author's development toward an anti-racist
consciousness.

Stages of White

Identity Development

In this section the author presents a description
of the stages of White identity development.

The sig¬

nificant generic aspects of each stage are presented
first.

Then,

the author proceeds with a narrative

description of what a White person at this stage looks
like,

based on her analysis of the six autobiographies.

Excerpts from the autobiographies that illustrate some
of the specific aspects of this stage will be incorpor¬
ated into the narrative.

Also indicators or represen¬

tative statements of the individuals'

thoughts,

feelings

and actions in three contexts will be presented for each

157

stage.

These three contexts are intrapersonal - the

self,

interpersonal - others of the same race ana of

different races,

and societal - the social/political

environment.

Stage

I - Lack of social consciousness.
Summary of the Significant Aspects of Stage:

(1)

spontaneous,

(2)

unawareness of or confusion about appropriate
behavior and one’s social role

(3)

unawareness of or confusion about appropriate
beliefs and attitudes

At this stage,

natural behavior

White people are unaware of the com¬

plex codes of appropriate behavior for White people.
Therefore,

they naively operate from their own needs,

interests and curiosity.

Consequently,

they break many

rules and in being punished for their violations,

they

begin to learn their lessons about what it means to be
White.
However,

because most White authors describe this

period as occurring in early childhood,
being confused about the lessons.
their young age,

they report

In part because of

and in part because of

their innocence

and ability to see things for what they are,
do not always make sense.

tne lessons
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At this stage White people become aware of racial
and while they may not feel completely com¬
fortable with people who are of a different race,
generally don't feel hostile,

they

fearful or superior.

They

describe an interest in understanding the differences
between people and often ask questions that embarass or
threaten their elders.
Between,

Two examples,

one from The Wall

and one from Killers of the Dream,

illustrate

this naive period.

"I could not have been more than four or five
years old when one day I happened to say to my
mother about a 'colored lady.'
"You never call colored people ladies,
Anne Gambreli," I can hear her voice now.
"You say colored women and white lady - never
a colored lady."
(Braden, p. 21)

Lillian Smith describes in great detail one inci¬
dent in her life that painfully confused her because
she lacked the years of training and exposure to the
logic system of the South that would have made the in¬
cident understandable.
regated town.

Lillian lived in a rigialy seg¬

One day a young girl who looked White

was found living with a Black family in the town.
White townspeople took her away

The

from the Black family

and she went to live with Lillian's family.

Lillian

became very close to the girl as they were closer in
age than Lillian and her sisters.

After living with
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the Smiths for several weeks it was discovered that the
little girl had been legally adopted by the Black family
and was Black,

not White.

As a result the girl was sent

back to the Black family and out of Lillian's life.
this excerpt,
her mother,

In

Lillian describes the conversation with

where the Black child's impending aeparture

is explained:

"In a little while my mother called my sister
and me into her bedroom and told us that in
the morning Janie would return to Colored
Town . . .
"Why is she leaving?
She likes us, she
hardly knows them.
She told me she had been
with them only a month."
"Because," Mother said gently, "Janie is
a little colored girl."
"But she's white!"
"We were mistaken.
She is colored . . ."
"What does it mean?" I whispered.
"It means," Mother said slowly, "that she
has to live in Colored Town with colored peo¬
ple. "
"But why?
She lived here three weeks and
she doesn't belong to them, she told me so."
"She is a little colored girl."
"But you said yourself she has nice man¬
ners.
You said that."
I persisted.
"Yes.
She is a nice child but a colored
child cannot live in our home."
"Why?"
"You know dear!
You have always known
that White and colored people do not live
together. "
"Can she come to play?"
"No. "
"I don't understand ..."
"You're too young to understand.
And
don't ever ask me again, ever again, about
this!"
(Smith, pp. 25-26)
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This stage doesn't last very long.

It is interest¬

ing that only two of the authors describe this stage in
any depth.

For most of the authors tne earliest recol¬

lections that they have are memories associated with
stereotypes they held.

This stage,

therefore probably

covers the period from birth to about four or five years
of age,

a period of life which most people have Diffi¬

culty recalling.

This time span is supported by the

research on racial awareness

(Goodman 1964,

Porter 1971,

et al.) that suggests that awareness of racial Differ¬
ences and the concommitant development of positive and
negative racial attitudes is solidified at ages four and
f ive.

Stage

Stage

Indicators:

Thoughts,

Feelings ana Actions

I - No Social Consciousness.
Context:

Self ana Other Whites

Thoughts
-- awareness of physical differences,
gender, but not social identities

size,

-- confusion about what is wrong witn one's
actions and why others censure these
actions
Feelings
_ neutral or positive about oneself
-- anger, frustration at other Whites who
censure behavior
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Actions
-- spontaneous,

impulsive

-- self-enhancing
Context:

Third World People

Thoughts
-- awareness that others look different
-- curiosity about others
-- early beginnings of judgements about others
Feelings
-- neutral, positive,
negative

beginning to feel

Actions
-- friendly
-- informal
-- naturalness of interaction (not
self-conscious)
Context:

Social/Politicai Environment

Thoughts
-- there are some things that are allowed and
other things that are prohibited but they
are not sure why
-- the immediate environment
borhood) is the world
Feelings
-- safe,

secure

Actions
-- natural,

not restricteo

(family,

neigh¬
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-- informal

XjLansition from Stage I to Stage

II.

The processes by

which White children progress from a "natural" or unso¬
cialized state to a stage of acceptance of the social
definition of Whiteness are numerous.
The most significant agencs of socialization appear
to be:
(1)

Parents who are role models of attitudes and

behaviors and who convey important messages through
their words and silences; actions and inactions,

and

who fulfill the role of primary punishers and rewarders.
(2)

The Formal Education System,

including teach¬

ers; the formal and informal curriculum (what is taught
and what is not taught).
(3)

Peers,

who set the standards for appropriate

and inappropriate behavior,

and who along with parents

are powerful role models and punishers ana rewaraers.
(A)

The Church,

just and right,

which defines what is good,

holy,

and which can operate as an instrument

of rationalization for the worst of human behavior.
(5)

Mass Media,

especially television,

raaio,

movies and advertising which reflect and promote the
dominant social mythology.
(6)

The Larger Community,

neighborhooa,

town,
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state or nation with its norms,

laws,

social structures

and culture which sets the limits — formal anu informal
for the behavior of its citizens.
To varying degrees,

the six authors emphasize one

or more of these agents of socialization as oeing a
significant

force in their education about their mean¬

ing of Whiteness.
The subtle and not so subtle role that parents play
in the development of White children's racial identity
is illustrated in the following excerpts:

"The mother who taught me what I know of
tenderness and love and compassion taught me
also the bleak rituals of keeping Negroes in
their "place."
The father who rebuked me for
an air of superiority toward schoolmates from
the mill and rounded out his rebuke by gravely
reminding me that "all men are brothers,"
trained me in the steel-rigid decorums I must
demand of every colored male . . ."
"Neither the Negro nor sex was often dis¬
cussed at length in our home.
We were given
no formal instructions in these difficult mat¬
ters but we learned our lessons well.
We
learned the intricate system of taboos, of
renunciations, and compensations, of manners,
voice modulations, words, feelings, along with
our prayers, our toilet habits and our games."
(Smith, p. 17)
"I often sat on my father's knee while he
sang "The Nigger Preacher ana the Bear" in a
high, comic falsetto that never failed to
please.
The black preacher, out hunting quail
and hare on the Sabbath against the natural
laws of Heaven is treed by an avenging bear.
He is shot through with cowardice and malapropisms, and is so deserted by the presumably
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white God to whom he frantically prays that
the bear is eventually permit tea to squeeze
the life from him . . . One of our family's
private jokes, never told in the presence of
company, concerned the horrifying moment when
my older brother was discovered in the act of
taking alternate bites off an apple with a
Negro boy whose family paused briefly in Put¬
nam.
I remember the scandalized whispers when
an eight year old cousin was caught playing
bridegroom to a little black bride in a Dackyard mock wedding."
(King, p. 4)

Other authors relate more of what they learned
about their Whiteness and tne worth of other races to
their schooling experiences,

especially

the books they

read and the history they learneu.

"My school books, from Dick and Jane
through eighth graae geography, showed people
who looked just like me.
Little Black Sambo
didn't, but he lived in Africa among tigers.
In our all-white high school, American
history, economics, and sociology were the
names of courses I was exposed to, but when we
studied the Civil War I came away with the
impression that Abraham Lincoln had taken care
of tnings nicely.
In economics, I learned
about the free enterprise system and I liked
it.
With this system there was no excuse for
being poor, I decided unless you were too lazy
to work - or not very smart."
(Stalvey, pp.
14-15)
*

*

*

"In our classrooms they told us of Booker
T. Washington, who like Joe Louis, had proveo
"a credit to his race" - the clear implication
being that Mr. Washington was an exceptional
creature, something of a congenital freak rrom
among an inferior species.
George_Washington
Carver may have been named in passing, ana
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possibly Carter G. Woodsen was, though five
minutes laterwe probably couldn't have relat¬
ed their special accomplishments . . . There
was no accounting of such black artists as the
internationally celebrated Colonial poetess
Phyllis Wheatley, or of Langston Hughes, Arna
Bontemps, Ricnard Wright, Paul Robeson, James
Weldon Johnson . . . our American history class
was marched to the Yucca Theater to be educated
by Gone With the Wind; I do not recall that
Rhett Butler, Scarlett O'Hara, or Butterfly
McQueen did or said anything to alter our
racial misunderstandings."
. . we suffered the required study of
Texas history down to the lamentable death of
the last heroic defenaer of the Alamo against
alien Mexican hordes and once enjoyed a class
outing to the ruins of Old Fort Davis (a fron¬
tier military post advertised as having been
created to protect West Texas "pioneers" from
the savage Indian and to assure passage of the
United States mails between San Antonio and El
Paso."
(King, pp. 14-15)

In the transition from Stage

I to Stage

II two

related changes take place in Whites--one is that White
people begin to learn and adopt a systematic ideology
or belief system about their own race and other races.
Another is that they begin to learn that the White
world,

and its rules,

laws,

institutions and authority

figures permit certain behaviors and prohibit others,
even if these rules do not make sense.

Some authors

stress the importance of the ideology or beliefs in
transforming them into accepting racists,

while others

stress the situations that demand certain types of be¬
haviors and prohibit others.

But it is clear that botn
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types of learning are immensely powerful,

pervasive and

consistent so that the acceptance of this socialization
seems inevitable.

This socialization process results

in the second stage of identity development.

Stage II - Acceptance.
Summary of the Significant Aspects of Stage:

(1)

identification with role models and imitation
and modelling of behavior

(2)

acceptance of stereotypes about own group and
other groups

(3)

conforming to prescribed standards and roles
of one's group

(4)

rejection of behaviors or characteristics of
other group

,
At this stage White people have learned and accept¬
ed the codes of behavior and the ideology that supports
the codes.

Not only have they learned it,

tney have

internalized it so that it no longer requires conscious
effort to remind tnemselves of what to do anu what to
think.

The beliefs and actions of White supremacy are

part of the normal pattern of life.
"Never would it have crossed my vacant
mina that blacks might someaay attend schools
north of the railroad tracks, or even that
they might wish to.
I did not dwell on either
the efficiency or the social necessity of havina "White" and "Colored" waiting rooms in our
tiny train depot with its limited traffic, any
/

167

more than I lost sleep over blacks being arbi¬
trarily herded to balcony seats shoula they
choose to visit the Yucca or Texas theaters.
I was equally oblivious to those nuances of
justice or custom requiring blacks to move to
the rear of the rattling ola buses operated by
our local City Lines.
Those common little
signs of some glittering substance mounted on
colorful cardboard, and advertising that par¬
ticular chili parlors or bowling alleys Reserve
the Right to Refuse Service to anyone, inspired
no more reflections than did those signs in¬
tended to enlist me in the cause of Or. Pepper
or Mrs. Baird's Bread.
(Larry King, p. 12)

The questions that arose during the pre-socializa¬
tion stage have been submerged and repressed such that
the individuals are able to live their lives quite com¬
fortably without the nagging doubts and confusion about
what is appropriate.
arise,

When questions do occasionally

there is a built in system of rationalization to

fall back on and provide answers.

There are at least

two ways that this rationalization of the life condi¬
tions of racially oppressed people get transmitted.
Some of the authors report that their instruction in
the inadequacies,

weaknesses and basic inferiority of

Third World people was very direct.
innumerable ways that
are."

They were told in

"that's the way those people

Others describe their experiences in a different

manner.

They were taught what can best be aescribed in

William Ryan's
ideology,

(1971) terms as the "Blaming the Victim

which places responsibility

for all the ef-
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fects of systemic racism on the individual victims or
on the inadequacy of their culture.

Instead of being

taught directly and with no ambiguity that blacks and
other Third World people are inferior, they were taught
that all people are equal,

America is a free country,

everyone has an equal opportunity to make it on their
own,

and,

a belief system that can be called the doc -

trine of personal responsibility
body's fault but your own).
also told that
and lazy;

Coupled with this they were

Third World people are poor, uneducated,

they saw slums and run-down housing; they

heard terms like
archy."

(if you fail it's no¬

"culturally deprived" and "Black matri¬

The beliefs that everyone has a fair chance and

you succeed or fail on your own merits,

when applied to

the observations that Blacks are poor and unemployed
and

Indians are alcoholics,

the Victim ideology,
Ryan.

etc.,

produces tne Blaming

so cogently described by william

In the absence of any other way to understand

the life conditions of Third World people,

these Whites

arrived at the same conclusions as tne Whites who were
taught racist concepts overtly and directly.

For exam¬

ple,

Lois Stalvey,

ogy,

and how she came to make sense of the world through

its filters,

describes now she adopted the ideol¬

in this excerpt:
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"The black and white communities in the
North were separated by an unseen barrier, as
soundproof and unyielding as a pane of glass.
We could see each other dimly, but . . . until
the 1960's we could believe that silence from
the black side meant contentment with tnings
as they were . . .
"My immigrant grandparents [with whom she
lived] were also unschooled in the traditional
American racial myths and so I was never told
unpleasant tales about Negro people . . .
(Stalvey, pp. 13-14)
*

*

*

"My parents were quite clear in reminding
me of the fact that "we don't use the word
'nigger' in this house" and that "those people
don't like that term."
I lucidly remember
going by some homes near us that had received
rocks and lumber through the windows and the
accompanying unemotional explanation:
"Well,
son Colored people have tried to move into
these houses and the people living there don't
want them here."
Along with other more subtle
messages I was learning that there was some
real and apparently legitimate hate on the
part of people like me toward Black people
because they were black.
Jokes I had heard,
comments on the way to school, and images I
picked up from Tarzan movies were all fitting
together to form a picture of an inferior,
unwanted, weak and helpless people who nad the
gall to try and move near us.
It was clearly
their own fault for being so pushy and not
letting things settle back to the way they
were earlier--where everyone was happy!"
(Edler, pp. 64-65)
Anne Braden,

a Southern woman reports learning her

lessons both directly and inoirectly,

in the following

excerpts:
"It was like the chant of "Don't go there
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- white folks places - not your place" that
beats constantly in the ears of the Negro
child.
The white child hears the chant too:
Don't call colored women ladies, don't call
colored men Mister - we sit in the downstairs
of the theater, Negroes sit upstairs in tne
balcony - you drink from this fountain, Negroes
use that fountain - we eat in the dining room,
Negroes eat in the kitchen - colored town, our
streets - white schools, colored schools - be
careful of Negro men on the streets - watch
out - be careful - don't go near colored town
after dark - you sit in the front of the bus,
they sit in the back - your place, their place
- your world, their world . .
"All people were of course human oeings,
but I learned early - one of the things a child
learns by osmosis without anyone ever putting
it into words - that I was one of the "better"
human beings, more privileged because my people
come of a "superior" stock.
"Most especially, He had made the white
people superior to Negroes.
It was most re¬
grettable that the Negroes had ever been
brought to this country in the first place and
slavery had certainly been wrong.
The presence
of the Negroes in the South today was probably
our punishment for the sins of our forefathers
in bringing them here as slaves . . . Negroes
were really not bad creatures and certainly
they had their uses, as they were available as
domestic servants so white women could be freed
of the burden of housework.
Negro men were
useful to work in the yard and in some dirty
occupations that no white man, not even those
inferior ones on the other side of the tracks,
wanted to be bothered with.
The point was to
treat them kindly, not only because this was
of course right according to Biblical teaching
but also because if you treat a Negro with
kindness he is also good to you - somewhat in
the way a pet dog is good to the master who is
good to him.
And of course the Negro people
are happy in this relationship, tnere is not
reason to feel sorry for them - goodness, they
are more carefree and happier than most white
people and there's nothing they like better
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than having some white folks who will take
care of them.
Negroes in your kitchen and the
kitchens of your friends you can become very
fond of, although of course you would never
sit down to eat with them, but you must be
careful of strange Negro men on the street
because it is a fact that most Negro men have
an unconscious urge to hurt white women; in
the more domesticated Negrdes this urge is
under proper control, but you never know when
the savage instincts will come to the surface
with Negroes you don't know."
"Most of these things, it is true, were
never said in words.
They were impressed in
the mind of the white child of the South's
privileged class almost before he could
talk."
(Braden, pp. 19-21)

Most people at this stage are not aware that tney
have been programmed to accept their world view.

This

is due to the complex and subtle nature of the sociali¬
zation process,

and the young age at which it occurs.

People at this stage do not see their world view and
how it was

formed therefore they think that the way

they view the world is the only way to view the world,
or in other words,

that that is the way the world is_.

The Southern authors at this stage tend to be
highly aware of their Whiteness,

while their northern

counterparts are by and large unaware of their racial
identity

except during occasional interactions with

Third World people.

The structure of Southern society

with its history of "White Only" signs and obvious
segregation patterns produced this conscious attention
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to racial group membership for the Southern writers.
In contrast,
visible,

most Northern areas have practiced a less

but equally rigid form of racial segregation.

This factor coupled with the difference in the amount
and type of day-to-day interaction between the races in
the North,

produced,

for most of the Northern authors,

an unconscious identification with their race.

The

social structure of many Northern communities has simply
made race a non-issue or a much less salient issue for
Whites.
While some argue that racial segregation has abateo
since the 1960's,

others claim that segregation in 1981

is as severe or worse than it was in the 1950's.

Re¬

gardless of whether segregation is more or less preva¬
lent now tnan it was in previous years,

it is important

to recognize that Whiteness is still the norm in this
country,

with the effect being that Whites often grow up

unaware of their racial group membership.
quotes Beck

(1973) who states that

Katz

(1978)

"the confusion of the

meaning of whiteness leads many Whites to think that
America is all wnite" (Beck 1973,

p.

23).

In his paper "The Rightness of Whiteness," Abraham
Citron

(1969) describes

white communities,
schools,

che effect that living in all-

with white norms,

attending white

and learning only about white people has on
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the white child,

"The white ghetto creates exactly the
kinds of beings who act as if they are on the
other side of a thick pane of glass, not only
from Negroes, but from the real world.
They
are blandly unconcerned, unaware, operating in
an aura of assumed rightness and unconscious
superiority.
The White-centered, provincial, insulated
imperialistic mentality of white ghettoization
acts as blinders over the eyes of children and
cotton in their ears, imprisoning their minds,
shackling the spirits, crippling the person¬
ality."
(Citron 1969, p. 12)

The effect that White-centereaness can have is
illustrated by these comments from Susan Gregory and
Lois Stalvey,

"I grew up unaware that there was anything
unusual about our family.
Indeed, I never
doubted that all American families were like
ours."(Susan Gregory, p. 9)
*

*

*

"At the neighborhood movie I watched Bill
Robinson happily tap-aancing with Shirley Tem¬
ple.
His only problem seemed to be whatever
dimmed Shirley's dimple.
"Our Gang" was inte¬
grated, Steppin Fetchit was funny and Jeannette
MacDonald had a procession of loyal, loving
Mammys.
But the beautiful dancing girls were all
white and mostly blond.
The cowboys, the sol¬
diers and even the gangsters were white . . .
Now watching these movies on iV, with the allwhite crowd scenes, parades and chorus 1 i n e o ,
I realize how black people could begin to won¬
der if they really existed in America.
For ^
me, those Saturday afternoons emphasized what.
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I had already absorbed - that my all-white
world was natural and normal."
(Lois Stalvey
P. 15)

Sometimes the Blaming the Victim ioeology motivates
the Whites to adopt a paternalistic approach.
situations,

In these

Whites attempt to help the victims in a va¬

riety of ways:

by being especially nice and friendly;

by engaging in some type of social work or profession
where attempts are made to help the victims overcome
their cultural deprivation; by making aonations clothes,

money,

food,

to needy Black communities.

"Clearly aware that conditions in the
South and the cities were deplorable, rny mina
connected helper and "Black problem" into a
vocational goal of social work.
I was the one
to organize a birthday party for one Black
student in my freshman dormitory.
I was extra
"kind" to the Black manager of the baseball
team in high school, "even though" there ex¬
isted some serious racial tension at my high
school.
I was excited to meet and be friends
with a few Black students who really did not
fit the mold too well.
"They were good guys almost White!"
I remember patting myself on
the back for being such a humanitarian in col¬
lege.
Prejudice was a terrible thing and I
was glad that I was clean."
(Edler, p. 74)

For others,

this ideology provides them with a way of

making sense of the issue that doesn't motivate them to
do anything,

except live their lives according to their

own interests.
ignore

Along with this,

these Whites generally

racial issues ano do their best to maintain a
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distance from Third World people,

by directly and

indirectly supporting segregation ana discrimination.

To me, my friends and I were thoroughly
unprejudiced . . . Black voices of complaint
were heard only in the South and it was easy
for me to sit complacently in Omaha, Nebraska
detached from and deploring the white outcries
against school integration in Little Rock, Ar¬
kansas . . . For Ben and me, in Omaha in 1961,
our lives were untroubled and serene ... We
even looked like a magazine ad for the typical
American family.
A photograph would have shown
us standing in front of our suburban ranchstyle house, surrounded by an acre of pampered
lawn . . ."
(Stalvey, p. 2)

In contrast to the first steps this stage can last
for a long time,

even a life time.

Most of the authors

describe this phase of their life in great depth and
detail.

Many of them were well into their adult years

before encountering any events or circumstances which
would begin their transitions to the third stage.

Stage

Stage

Indicators:

Thoughts,

Feelings ana Actions

II - Acceptance
Context:

Self ana Other Whites

Thoughts
— see themselves and other Whites as "normal"
or superior
-- see tnemselves as "unprejudiced" or unim¬
plicated in the condition of non-white
people
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Feelings
-- comfortable, normal human interaction with
others of the same group
-- proud of the accomplishments of Whites,
confirmation of belief in superiority ana
advanced development of Whites
Actions
-- associate with other Whites,
friendships and community

in school,

— support or allow racist jokes,
actions
Context:

comments or

Third World People

Thoughts
-- unawareness of social conoition of Third
World people
— see minorities as culturally deprived or
lazy, stupid, generally inferior and re¬
sponsible for their condition
-- thinks well of those "good” minorities who
are a credit to their race
Feelings
-- concern for the victims; desire to help
-- fear and hostility;
away

desire to keep them

-- anger at Third World people who are too
demanding or who don't take aavantage of
help that is given to them
Actions
-- avoids contact with Third World people
-- acts as a "helper," to help the victims
come up to tne level of the White group
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— uses White standards to judge the fitness
or unfitness of Third World people
Context:

Social/Political Environment

Thoughts
America is a free country - with liberty
and justice for all
— America is a meltiny pot
-- see their community/organization, schools,
etc. as not racist because tnere are no
Third World people there
Feelings
-- pride in all tnat has been done by the
government to "help" Third World people
— fear/resistance to things moving too fast
-- resentment at government "handouts" to
Third Wdrld people and reverse discrimina¬
tion
Actions
-- votes/lobbys to stop affirmative action,
bussing, special programs for Third World
people
-- operates on own needs and ignores conse¬
quences of action/inaction on other racial
groups

Transition from Stage

II to Stage

III.

The transition

from the stage of acceptance to the stage of resistance
marks a period that is confusing and often painful.
transition generally

takes time.

tially contradict the Stage

The

Many things that ini¬

II world view are initially

ignored or passed off as isolated,

exceptional inci-
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dents.

But gradually when the individuals begin to

encounter more dissonant issues,
form a discernible pattern.

the isolated incidents

The contradictions that

initiate the transition period can occur in the form of
interactions with people,
presented in books,

social events or information

or media,

and in many otner ways.

Lois Stalvey's contradictions occurred first in the
form of a frustrated Black acquaintance who rejecteo
her help and optimism,

". . . It's hopeless" she saia.
"This
country will never give our men decent jobs.
My son will have to fight the same bigotry his
grandfather fought.
The only solution is to
leave this country."
I stared at her, hoping to see some sign
that she didn't mean what she'd said.
Her
brown eyes met mine without wavering.
But
certainly, I said, her son could find oppor¬
tunities here.
How old was he?
David was
three, the same age as our middle child, Noah.
Cheerfully, I suggested, "Why, David coula go
into advertising.
Advertising people are very
unprejudiced."
Quietly, but biting off each word with
undisguised anger, Grace said, "Your son's
future is not limited to the fields tnat will
accept him.
I want the same freedom for my

I opened my mouth to reply and found I
couldn't.
Grace was right.
My children could
follow their abilities in any direction.
Among
their difficult decisions in choosing a life's
work, the problem of acceptance because of col¬
or or religion simply did not exist.
Yet I haa
expected her to accept this handicap for her
son; I had even expected her to be grateful
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for my

"sensible" solution.

In that moment when we two mothers stared
at each other across generations of misunder¬
standing my initial confidence drained away.
The men carried the discussion to its end,
still optimistic about the mailing campaign,
but I was now as silent as Grace had been.
Suddenly, nothing seemed as simple as it had
only a few minutes ago.
I was deeply ashamed
of what Grace Christopher had shown me about
myself, but more than that, I was afraid, What
else didn't I know? Who would teach me?
(Stalvey, pp. 26-27)

Later,

as a result of the development of her rela¬

tionship with the same woman,

she became aware of a sit¬

uation that further challenged her belief in the freedom
of America.

"I wanted to learn but I didn't know what
questions to ask . . .
Finally all by myself, I smacked painful¬
ly into one of the invisible barriers I didn't
know was there.
One day I suggested we take our children
to a nearby (for me) amusement park and swim¬
ming pool.
Grace was silent.
Then, "I can't."
"Why not?" I asked.
Was she busy . . .
"I'm not allowed to go," she saio.
Again
a silence followed.
"But why?" I persisted.
Had Justin forebade her to go?
The place was safe and the
prices reasonable.
"Then, "Lois, don't you know they don't
allow Negroes there?"
No, of course I didn't know Grace would
be kept out of that park.
I'd been there so
often and, once again, I had never noticed who
wasn't there.
I felt the pain of humiliation
from two different sources:
the humiliation
Grace must feel from being declared unaccept¬
able, unwanted, and at the same time I felt
the deep shame of having participated, even
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unknowingly, in a white-only restriction."
(Stalvey, p. 31)

Larry King found his beliefs challenged by reading
a book in a library,

"I was a grown man before discovering that
George Washington and Thomas Jefferson (those
wise, saintly men whose pronouncements on
liberty and justice leaped from my textbooks
and echoed from the mouths of our Independence
Day orators, . . .) had owned slaves.
It was
shocking to learn that demigods who had influ¬
enced documents affirming the thrilling, lim¬
itless doctrine that all men are created equal
had been otherwise capable of holding men in
bondage for the profit from their sweat.
I
well remember discovering these new lessons in
the Midland County Library, in my twenty-first
year, and then standing outside, looking up at
the wind-swept streets, and thinking, "Hell,
if they lied to me about that, they've lied to
me about everything."
(King p. 17)

While for Susan Gregory dramatic social events,
with the assassination of Dr.

starting

Martin Luther King,

Jr.

created the painful awareness that she needed to re-ex¬
amine her assumptions about her Whiteness and her role
in addressing problems between Blacks and Whites.

"King's death was, for me and the alack com¬
munity, the most traumatic event of my fresh¬
man year in college.
It brought about a radi¬
cal change in the mood of the country which,
in turn, affected my relationship with all my
black friends ... I felt torn from their
friendship and unable to communicate with them

.

.

I felt cut off from the struggle.

For
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the first time in my life I felt in limbo, be¬
tween both races.
Black consciousness did not
include me.
The integrated meetings I had at¬
tendee when working for King no longer existed.
Black students met separately from white stu¬
dents on campus.
It seemed as though a line
was being drawn with black people on one side
and white people on the other.
Everyone was
being asked to make a choice, to step over the
line.
How could I take sides?
How could I
face complete separation from either my white
or my black friends?
How could I decide to
stand up for one group and not the other?
Wasn't I being asked to negate a part of my¬
self?
Confused and upset, unable to choose, I
found myself alone, straddling both sides of
the line."
(Gregory, p. 215)

Whites experience difficult emotions during this
transition,

ranging from guilt and embarrassment at

having been foolish enough to believe the racist mes¬
sages they received,

to anger and disgust at the people

and systems that lied to them.

These emotions seem to

be especially intense for people who were enthusiastic
supporters of the Stage

II ideology.

Their whole way

of viewing the world and themselves as Whites is begin¬
ning to crumble,

and they are often afraid and uncertain

of what the implications of this change will be.
The questioning process that begins auring this
period of transition continues into the third stage of
resistance.

Stage

III - Resistance.
Summary of the Significant Aspects ot Stage:
_
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(1)

questioning previously held beliefs aoout
self as a member of the social group, and
about stereotypes held about other groups.

(2)

experiencing discomfort and anger at having
conformed to socialization; directing anger
outward

(3)

rejecting the socialized messages and
behaviors and the conveyors of the messages

(4)

gaining a new consciousness or world view
that explains one's membership in the social
group

White people at this stage are actively engaged in
rejecting the definition of Whiteness that they were so¬
cialized to accept at Stage II.

As a result of experi¬

encing dissonant issues that challenge their accepted
ideology and self-definition as Whites,
*

people at this

stage are in the process of formulating a new world
view, changing significant personal relationships and
acting on issues that previously were of no concern to
them.
This stage represents a dramatic paradigm shift,
from an ideology that blamed the victims for their con¬
dition to an ideology that names the aominant group,
one's own group,

as the source of racial problems.

"I finally learned emotionally the thing I had
long suspected intellectually - that the people
who had been presented me in childhood as the
"under privileged" people . . . were not inan¬
imate objects to be "helped" by people like me.
I learned that they were vigorous human beings
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who were changing their own world . . . wel¬
coming my cooperation if I cared to give it
butnot depending on people like me to be so¬
licitous or.lift them up.
It gave life a new
dignity, this realization.
Paradoxically I
felt freer than I ever had before.
It was as if the world had been turned
upside down . . . i was . . . seeing the world
trom an entirely new vantage point . .
"
(Braden, p. 32)
"The.benefit of truly knowing the truth tnat
has previously been inaccessible is preciously
important to me.
After totally believing in a
lie, there seems such a great release and free¬
dom in grasping a new truth.
This truth then
becomes a source of energy rather than the en¬
ergy draining experience when one maintains
conflicting attitudes and falsehoods.
It re¬
leases creativity, enhances sensitivity, and
facilitates a general feeling of satisfaction.
(Edler, p. 104)

This paradigm shift is sometimes accompanied by
feelings of guilt,

but these feelings subside as the

Whites begin to develop a more systemic view of how
their Whiteness was shaped by social factors beyond
their control.

They recognize that they were carefully

schooled to think and act in ways as individual Whites,
that would ensure their participation in the maintenance
of racism.

This perspective helps some move beyond

guilt and feeling total personal responsibility for
their racism.

Another dominant feeling expressed at

this stage is anger - anger at other White people and
anger at Whiteness itself.
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"J

haYe said to a friend many times, I'm tired
of being angry at everyone.
I'm burned out!
The mistrust and disappointment take so much
out of me!
Every place I go, I end up being
upset; upset at television, the news broad¬
casts, at the newspaper, at jokes, at teachers,
and even at friends.
There is never a day
when a racist comment does not anger me.
Sometimes I feel like a man without a country,
realizing that l am not of the Third World and
am not content with my own White community.
Sometimes I find myself hating Whiteness.
I
like to work with people because I care about
them, not because I detest them, but it is not
always like that!"
(Edler, pp. 102-103)
On August 3, 1966, when Martin Luther King was
stoned by white mobs in a West Chicago neigh¬
borhood, I had felt a deep contempt for "those
whites" whose sick, twisted faces looked out
from our TV set.
Yet the 6,000 wnites who
rioted when 800 marchers demonstrated peace¬
fully for open-housing legislature were like
the Midwestern lower-class people I had grown
up with ... I hated them.
My surge of loatning toward these white Chicagoans frightened
me.
Was I becoming like some of the white
radicals I had met?"
(Lois Stalvey, p. 243)

Concern for the issue of racism and one's involve¬
ment in it becomes a major force in their lives,

for

some it borders on an obsession or compulsion.

In my spare time I worked in every way I could
at the thing closest to my heart - the ending
of segregation, in the community as well as
the union.
When my first child was born, I found I
had more of a desire than ever to do something
about segregation; I knew that within five
years my son would be starting to school starting to school, unless changes were made,
in the segregated schools of the South - and

that the whole vicious pattern would be begin¬
ning all over again in my life.
To strike out
against segregation became like a compulsion
to me . . .
''Always I found myself among the people favor¬
ing the more radical course on this question.
I could not see the argument of waiting and
taking the more prudent way.
If segregation
in the parks was wrong, it should be ended now
. . . If segregated schools were wrong, they
should be integrated now - before any mure
children grew up absorbing the poison I had
absorbed.
Whenever the opportunity arose to
tug at the roots of segregation, I had to act
and act now.
Everything in my life, past and
present, demanded it."
"I have been told that the intensity of my
feeling about segregation is neurotic.
I have
never denied that this may be so.
I grew up
in a sick society, and a sick society makes
neurotics - of one kind or another, on one
side or another.
It makes people like those
who could take pleasure in killing and mutil¬
ating Emmett Till, and it makes people like
me."
(Anne Braden, pp. 34-35)

Others find that their relationships with the White
group and individuals in it change,

All my close friends are dealing with racism.
It is a major part of my life, social and pro¬
fessional and I have chosen friendships with
people who are concerned about that with which
I am concerned.
Often I have begun a relation¬
ship with someone I really liked only to find
out that they were strongly bigoted or naive
about their racism and I rapidly lose interest
in that social relationship . . .
(Edier, p.
103)
A consequence for many who arrive at this stage is
ostracism from their own group.

Some ostracize them-
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selves,

because they get angry at other Whites who don't

share their new consciousness; others are ostracized
because their behaviors and attitudes threaten or anger
Whites who are in Stage II.
referent group,
people.

Many Whites look for a new

or at least new friends,

in Third World

Not trusting the White world and its stance on

racial issues can lead these people to looking at Third
World people as the experts on the issues,

and to roman¬

ticizing their experience as oppressed people.

Lois

Stalvey describes how she began to question whether
this had happened to her:

"At first the aftermath of Ann Peterson's Black
Power discussion brought me only a vague, uni¬
dentifiable discomfort.
I had written to Marc
(a Black man) about the evening.
He replied,
praising me.
"You have more soul than the socalled blacks in that group.
You were speaking
for me - but even more effectively.
Those Toms
listened to you because you're white."
Marc's praise didn't please me.
Instead
it added to my concern that I had begun to
substitute Marc's thinking for my own.
I had also watched a white man nodding
hypnotically when a black speaker at a civic
meeting uttered what to me were vague, meaning¬
less cliches.
This white man's attitude toward
black people was noticably obsequious and his
need to earn their approval was pathetic.
Had
any of these unnatural responses begun to apply
to me?"
(Stalvey, pp. 245-246)

Unlike Stage

II,

this stage includes an awareness on the

part of individuals that they are White,
are racist.

and that they

Many authors describe feeling very negative
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about their Whiteness because their awareness that White
people, White institutions,

and they,

tnemselves are

racist.
Some authors suggest that they wish they weren't
White and in some cases behave in ways that suggest they
are trying to distance themselves from being part of a
group they now feel negatively toward.

Jim Edler gives

several examples of his over-zealousness in confronting
other Whites who are at Stage II,

and suggests that his

motives were in part based on his neea to separate him¬
self from the racism he found in other Whites.

"There was an initial tendency to blame them
for being racist and pig-headed or to simply
set myself up proudly above them."
(Edler, p.
94)

Another result of the paradigm shift at this stage
is the re-examination of the roles that Whites play in
addressing racial problems.

This re-examination occurs

particularly for "liberal" Whites who have been involved
with "helping" Third World people.
redefined as a White problem,
sing it change.

When the problem is

the strategies for addres¬

The focus of Whites'

efforts are now

directed toward their own group.
Susan Gregory was very active in civil rights or¬
ganizations prior to the Black Power Movement and her
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transition to Stage III.

But as she describes,

I was forced to rethink my role as a white
person and to come to terms with what the black
mood was saying now.
It was not the same mes¬
sage as that of Martin Luther King . . . « (n
218)
H
"Now I see that the white man's role must be
radically different in the Black Revolution
from what it has been in the past ..."
(n
219)
H
"Our efforts should be focused on our own com¬
munities.
I have long avoided my own suburb
in that respect.
I have blotted out the need
for changing attitudes there because I knew
change would be difficult to bring about.
But
the need for white education is overwhelming.
There is so much fear because of ignorance
. . . "
(p. 220)
"I . . .'know that the most crucial role for
any committed white person is to get his own
people together.
We, as white people, need to
face our history.
We must come to grips with
what it means to be white.
We must confront
our past deeds.
We cannot afford to be de¬
stroyed in our guilt, but we should turn that
guilt around into constructive, positive ener¬
gy and action . . ."
(p. 221)

Lois Stalvey also saw the necessity of working with "her
own kind"

.

.

.

"We were both devoting most of our time to the
Panel of American Women.
The Panel reached
white audiences and at least created discus¬
sion.
Often I felt depressed by the persis¬
tence of the old myths and misinformation, but
if they existed, the Panel was one step toward
trying to change attitudes.
As a white person,
I had gone "home" to speak to my own kind."
(Stalvey, p. 253)
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Stage Indicators:
Stage

Thoughts,

Feelings and Actions

III - Resistance
Context:

Self and Other Whites

Thoughts
-- see themselves as White and as racist
understand that they have been socialized/
taught to be racist by white peers, family
and institutions
~ confused about their role and the role of
other Whites in addressing this issue
Feelings
-- guilt at having been and being a partici¬
pant in racism
-- anger at themselves and dther Whites for
being lied to and coerced to accept racism
-- negative about their racial identity and
Whiteness
Actions
-- verbally challenge/confront other Wnites
on their racism
-- engage in self-re-education and introspec¬
tion
-- end some friendships/relationships/start
others
Third World People
Thoughts
-- understanding of Tnird World anger at
White society
-- Third World people are all victimized by
racism but in different ways
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-- Not all Third World people feel the same
about racism
Feelings
— concern, compassion and awe
respect for their need to separate from
Whites
uneasiness toward Third World people not
completely confident of ability to interact
in them without making racist mistakes
Actions
-- withdraw from Third World organizations at
request of Third World people
— support the actions of Third World people/
advocates and work with them, when asked
and when appropriate
-- re-educate themselves about history of
Third World people and their culture
Social/Political Environment
Thoughts
— racism is woven into the social fabric of
American society, and is not restricted to
the practice of some individuals
Feelings
— anger
-- trapped by magnitude of problems
-- experience the social environment as hos¬
tile to them as White anti-racists
— feel outside of the
ferent, "right"

"norm" - crazy,

dif¬

Actions
-- engage in behavior that is socially unac-
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ceptable to dominant society,
interracial friendships

i.e.

develop

-- challenge White racist institutions through
letter-writing, boycotts, demonstrations,
pursuing legal sanctions

As with the second stage, most authors describe
this stage in great detail, talking extensively about
the new awareness,

volatile emotions and major life

changes that occurred at this time.

All of the selected

autobiographies conclude with a description of the auth¬
ors'

lives at this stage.

In fact many of the autobi-

ographies were written when the authors were at the
third stage,

therefore their descriptions of their

lives end with this stage.
In the next section,

the author suggests what the

transition from Stage III to Stage IV might look like
and what Stages

IV and V might look like, but since

there are no excerpts from the autobiographies to il¬
lustrate this process,

or these stages,

the description

is conjectural and based on this author's projections.

Transition from Stage

III to Stage IV.

The sex-role ana

racial identity theorists suggest that individuals begin
to move from Stage

III to Stage IV because of a need to

develop a sense of identity that is consistent with
their own needs and values,

and to clarify what they as
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a member of their social group stand for, not only what
they are against.
Having experienced a period of conflict at Stage
III where the individuals' developing sense of their own
values,

conflicted with societal definitions of appro¬

priate behavior for their group,

they are beginning to

move beyond this conflict towards a resolution - a new
identity.
Another need that pushes people towards the next
stage is a need to reach a place where pride about one's
group membership is felt.

At Stage III whites develop

an awareness of their racial identity, but they don't
necessarily

feel positive about it.

Tajfel

(1974) pos¬

tulates that an individual needs or strives towards a
positive concept or image of him/herself and that s/he
"will tend to remain a member of a group and seek mem¬
bership of new groups if these groups have some contri¬
bution to make to the positive aspects of his social
identity

(2)

.

.

.

If a group does not satisfy this require¬
ment the individual will tend to leave it
unless
(a)

leaving the group is impossiole for
some "objective" reasons or,

(b)

it conflicts with important values
which are themselves a part of his
acceptable social identity.
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(3)

If leaving the group presents the diffiJust menti°ned, then at least two
solutions are possible:
(a)

to change one's interpretation of the
attributes of the group so that its
unwelcome features (e.g., low status)
either justified or made accept¬
able through a reinterpretation;

(b)

to accept the situation for what it
is and engage in social action which
would lead to desirable changes in
the situation (of course, there may
be various combinations of (a) and
(b) such as, for example, when the
negative attributes are justified and
social action to remove them is un¬
dertaken at the same time."
(Taifel
1974, pp. 69-70)

The task for Whites who have experienced the third
stage would appear to be what Tajfel refers to as option
(b),
of

to engage in social action,

re-naming,

in this case a process

such that they develop a sense of their

racial identity that is positive and affirming.

Since

race is one of those social categories that one cannot
get out of,

or leave,

and since the negative or unwel¬

come qualities of the group

(white racism) are not

likely to be justified after experiencing a change in
world view at Stage

III, Whites are left with the option

of accepting the situation and actively working to
change it.
tion,

where,

This leads to the fourth Stage - Redefini¬
as Cross says,

people become

"immersed" in

exploring th-eir racial identity to the exclusion of
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other concerns.

Stage

IV - Re-Definition.
Summary of significant aspects of the Stage:

(1)

introspection about one's social group
membership

(2)

defining one's own needs, values, etc. as a
member of the social group without influence
of the socially defined (Stage II) needs,
values, etc. of the group

(3)

rediscovery of or renewed interest in the
heritage and culture of the social group

(4)

development of pride and esteem in one's
group membership

At this stage White people begin to re-focus or
re-direct their energy to defining Whiteness in a way
that is not dependent on racism or on the existence of
perceived deficiencies in other groups.

Whites at this

stage recognize that their racial identity has been de¬
fined in opposition to people who were labelled infer¬
ior,

or in other words that their racial identity was

based on the crutch of White supremacy

(racism).

Prior to this stage Whites are not terribly con¬
cerned with their racial identity.

Up to this point

they have been focusing on Third World people and their
"problem"

(Stage

II) or they have been reacting to the

social issue of racism (Stage

III).

The consequence of
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passing through Stage III has left Whites feeling nega¬
tive about their Whiteness, confused about their role
in dealing with racism, and isolated from much of their
social group.

Therefore, developing a more in-depth

understanding of the meaning of Whiteness (in addition
to its connection to racism) and the aspects of White
culture,

society and people that are affirming to their

needs as individual members of that race, are a neces¬
sary part of this stage.
In contrast to the negative feelings about being
White at Stage

III,

people at this stage can begin to

develop a sense of pride in their group and a sense of
personal esteem as a member of it.
For example,

White individuals are now able to

recognize the unique beauty and value of Western art,
music,

philosophy and technology.

This recognition of

the strengths of White culture and people results in a
feeling of pride in the group membership, but not a
feeling of superiority.

There is a recognition that

all cultures and races of people have unique and dif¬
ferent values that enrich human life,
or culture is better than another.

but that no race

It is simply unique

and different.
Although tnere are no autobiographies that describe
this stage,

one author,

Robert W.

Terry,

in his book,
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For Whites Only

(1970) alludes to the existence of this

stage when he talks about "life after racism."

He says,

Being anti-racist is not enough.
Defininq
wnat we are against moves into clarifying what
vie are for.
An increasing number of whites is
(sic) being challenged to articulate alterna¬
tives to racism that go beyond simply its elim¬
ination.
The urgent question that whites must
answer is:
What alternative models can replace
tr,e Pre^en^: American white-male-dominated soci¬
ety?"
(Terry, p. 1)

Later in his book he advocates the development of
what he calls "new white consciousness," a concept
which seems to relate to the processes that take place
at this stage of Redefinition.

He defines "new white

consciousness" as a "bridge concept," and describes it
this way.

"The new in the label points to fresh possi¬
bilities.
We are not totally limited by our
past.
White is a constant reminder that we
are not racially neutral, and also a reminder
that we still participate in racist institu¬
tions and culture.
Consciousness continually
reminds us that we need to reconstruct totally
our understanding of who we are and what we
ought to do.
(Emphasis mine)
New white consciousness, then, is a way for us
to understand ourselves simultaneously as White
racists and as creators of justice."
(Terry,
p. 20)

He describes what he feels are six tasks for new
Whites at this stage:
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(1)

Become conscious agents of change - recognize
that new directions are possible.

(2)

Seek ethical clarity - know what we ought to
stand for and why.
identify ^he multiPle forms of expressions of
wnite racism - know who we are and have been
and why.

(4)

Develop social strategies for cnange to elim¬
inate and move beyond racism - experience
what our society might be.

(5)

Discern the appropriate tactics - assess our
power for change.

(6)

Experiment, test and refine personal styles
of life congruent with our newly affirmed
values - experience who we might be.
(Terrv.
pp. 20-21)

Stage

Indicators:

Thoughts,

Feelings and Actions

Stage IV - Redefinition
Context:

Self and Other Whites

Thoughts
-- aware of strengths and limitations of
White history and culture
-- imagine a future - create new models for
white society, institutions
Feelings
-- pride in White group and culture
-- desire to help other Whites redefine them¬
selves
-- empathy for the difficulties that Whites
have at other stages
-- it is in White self-interest to eradicate
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racism
Actions
-- explore white culture
-- works with other Whites on issue of racism
and with other Stage IV Whites on redefin¬
ing Whiteness
-- operates from personal power to affect
change
Context:

Third World People

Thoughts
-- Third World people and their culture are
different from, not better or worse than
White people and their culture
-- less attention is paid to Third World peo¬
ple, more focused on Whites
-- aware of "new whites" in concert with Third
World people can affect mutually desired
changes vis a vis racial oppression
Feelings
-- respect
-- concern
-- appreciation of differences
Actions
-- work with Thiro World people on racial
issues, as mutually desired
-- allows for/promotes the formation of all
Third World groups and all-White groups to
deal with racism and cultural identity
issues
Context:

Social/Political Environment

Thoughts
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-- aware of what is nurturing and not nurturuu?*.*'0 themselves in the dominant (racist)
White society
bee
racism
in a
:
j •
• ,
^
OCI loC j
HQ L
1 US t
individual or societal or cultural but all
of these
Feelings
different from and distant from many val¬
ues and concerns of dominant White group
-- isolated or alienated
Actions
works to change White society based on
White self-interest

Transition—from Stage IV to Stage V.

Assuming that

Whites redefine themselves in a positive sense at Stage
IV,

the transition from Stage IV to Stage V emanates

from the need to integrate,

incorporate or internalize

this new racial identity with their total identity.

At

the previous stage Whites were immersed in this process
with other members of their own social group,
have not necessarily

but they

"tested out" or operationalized

this new identity in the broader social environment.
But having established a sense of price in their White¬
ness,

they are ready to move toward acting on their new

values,

goals,

and interests.

This leads to the fifth

and final stage of Internalization.
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Stage V - Internalization.
Summary of the significant aspects of stage:

(1)

Integration of aspects of racial identity
identit at Stage Iv with other aspects of

(2)

Behavior is characterized by flexibility,
plurality, and personal choice.

(3)

Transcendence of the sole focus on one part
or identity, and concern for other identity
issues.

(A)

Rejoining of other social groups tnat were
separated from at the previous stage, as
appropriate and beneficial.

(5)

Understanding of and empathy for people of
one s group who are in the previous stages of
development.

Whites at this stage,

aware of their past and con¬

cerned about creating the future,

are applying and in¬

tegrating their Whiteness into all other facets of their
identity.

It was mentioned in Chapter II that a per¬

son's total identity is made up of personal and social
aspects and that change in one sector of identity ef¬
fects all other sectors.
identity undergoes change,

Therefore, when one's racial
this effects other specific

aspects of their social and personal identity,
sex-role,
Identity.

religious, ego,

etc.),

(i.e.,

as well as their total

The task at this stage is to mediate these

changes such that the new White identity is internalized
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into one's total identity in a healthy manner.
Implicit in the term internalization is the assump
tion that the new aspects becomes a natural part of new
behavior such that people act from this new aspect un¬
consciously without external controls being necessary,
or without having to consciously think about wnat they
are doing.

Stage

The new behavior becomes spontaneous.

Indicators:_Thoughts,

Feelings and Actions

Stage V - Internalization
Context:

Self and Other Whites

Thoughts
— see themeselves as more than White-aware¬
ness of other aspects of social identity
and other social issues
-- positive as White - but not better than
Whites have something valuable to offer to
humanity
— see unaware Whites as victims of racism
also
Feelings
-- concern for other issues and their rela¬
tionship to race
-- empathy,

concern for other Whites

Actions
-- work to liberate other Whites from racism
and to transform White society based on
new White identity from Stage IV
-- work to educate themselves about other
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gr°^P memberships and other forms
of oppression
nfCini

Context;

Third World People

Thoughts
recognize that Third World People have
strengths to offer to humanity, without
idealizing these strengths
Peelings
-- honest, "natural" range of emotions toward
Third World people
sense of community/common purpose with
Third World people who share like concerns
and who are at this stage
Actions
work with Third World people on issues of
like concern
Context;

Social/Political Environment

Thoughts
-- racism is one of many forms of oppression
in society
Feelings
-- alienated from some aspects of the social
environment ana actively engaged with
other aspects
Actions
-- participate in those aspects of the social
environment that are consistent with new
values
-- work to change aspects of the social
environment that are oppressive

Summary.

In this chapter the author presented a model
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of White Identity Development (WID), consisting of five
stages - (1) Lack of Social Consciousness,
tance,

(3) Resistance,

zation.

(4) Redefinition,

(2) Accep¬

(3)

Internali¬

Each stage of the theory was describea in a

narrative and was illustrated by selected excerpts from
autobiographies by White anti-racist activists.

The

author described stage indicators or samples of
thoughts,

feelings and actions that Whites may experi¬

ence at each of the five stages.

Transitions between

stages were also described and highlighted with selected
excerpts.

The author found examples of the first three

of the White identity stages in the autobiographies,
but none of the autobiographies described the author's
experiences in the stage of Redefinition or Internali¬
zation .
The author also found several different types of
motives or statements of self-interest for resisting
racism,

expressed by the authors.

This issue of White

self-interest and the absence of supporting data for
the stages of Redefinition and Internalization will be
discussed in the next chapter.

The final chapter will

also discuss future research questions and implications
of the study.
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CHAPTER

DISCUSSION,

V

SUMMARY AND IMPLICATIONS

The purpose of this chapter is to discuss the White
Identity Development theory presented in this study and
to suggest implications of this study for research on
White racial identity development and racism,

and for

educators who are concerned with racism in education.
This chapter begins with a discussion of issues
related to the WID theory.

Issues in White identity development.
conclusion to Chapter IV,

As noted in the

the supporting autobiographies

used to illustrate the WID only provided examples of
Stages I,

II and III.

None of the autobiographies de¬

scribed the author's experiences in the stages of Redef¬
inition or Internalization.
of these last two stages,

To understand the absence

several related issues must

be explored.
As noted in Chapter IV, the authors wrote their
autobiographies from a Stage
tive.

III

(Resistance) perspec¬

They were at a point in their lives where they

understood their connection to racism as Whites and
their primary identification with their racial identity
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was as White racists.

While it is possiole that the

authors developed a Stage IV or Stage V consciousness
after their books were written, since none of the books
surveyed for this study descrioe tnese last two stages,
additional explanations need to be considered.

One

reason for this may be in part due to the way that the
problem or issue of racism has been named.

For most

Whites through most of the history of this country,
racism has been framed as a "minority problem," Black
problem,

Indian problem or "race problem."

For some

Whites, including the six authors featured here, a rad¬
ical transformation in their consciousness occurred
when they began to see the problem in a new way - as a
White problem.

Despite the radical difference between

these two perspectives, both ways of viewing the issue
frame the issue in the same way, as a "problem" or to
use a medical analogy, as a sickness or disease.

When

racism or any situation is defined as a problem, it im¬
plies responses or solutions that are designed to attack
the problem.

With racism, like many social problems,

the solution has been named as the transformation of
racism to anti-racism.

Or continuing with tjie medical

analogy, since racism is a disease, it needs to be
fought or cured.

The limitation of this way of naming

the issue, is that it confuses the absence of a problem
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(or the prescription of treatment to attack the disease)
with the condition of health.

This White Identity De¬

velopment model has suggested that Whites are socialized
into a racial identity that is based on racism, and as
such is not a healthy identity.

The next stage in the

model describes the rejection of or resistance to this
racial identity, or an attempt to rid oneself of the
disease.

Accomplishing this however does not ensure

health, because Whites have only focused on eradicating
an illness not on being healthy.

Another way of making

this point is offered by Robert W. Terry in For Whites
Qnly (1970).

Terry uses the following quote from Arthur

Waskow, resident fellow at the Institute for Policy
Studies in Washington, D.C. to illustrate the theoreti¬
cal foundation for his chapter on social change strate¬
gies.
". . . One of the major tasks of lioeral and
radical thought in America today is to imagine
the future in order that it may be created.
Briefly, my argument is that one of the most
powerful ways of achieving social change is to
imagine in vivid detail a desirable and
achievable future, and then build a part of
that'future in the present."
(A. Waskow 1968,
p. 34)
Terry adds,
"Intensely aware of the past, a major task of
new Whites is the construction of the future.
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Racism is the heritaqe* the future must be
more than anti-^acist.,,'
(Terry 1970, p. 68)
The point of this discussion is that we have de¬
fined as a goal for White people, the development of
anti-racist consciousness, values and behavior.

While

this, is a commendable and necessary first step, it is
not necessarily the final goal, but a step towards the
development of a new White identity that is not defined
either by the presence of racism, or attacks on it.
Therefore, people who arrive at an anti-racist identity
have, as a result of the way we have approachea the
issue, considered themselves finished.

This limitea

conception of the issue may be one reason why these
authors in particular and White society in general have
seemingly not developed to the stage of Redefinition.
Another factor that may have resulted in the absence of
this stage in the autobiographies, is that the authors
had no role models to follow to get to this stage.
They were their own role models in some sense.

Not

having someone who is at the next stage to look to, can
contribute to the inability to imagine the future.
A second question that is raised by this theory is
the question of White self-interest in eradicating ra¬
cism and developing a new White identity.

What moti¬

vated these six White authors to act on their new un-
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derstanding of racism as a White problem?
Two non-process models of Whites presented in
Chapter I raised the issue of White self-interest.
Judith Caditz' study suggested that Whites support
racial justice and equality when it doesn't threaten
their self-interest, while Robert Terry's paper sug¬
gested that Whites have different self-interests for
being anti-racist according to their stage of moral
reasoning and structure of belief.
In this study the authors who dealt most explicitly
with the issue of self-interest were Lillian Smith, Anne
Braden and Lois Stalvey.

These three authors described

their motivation in taking anti-racist action as in
their own self-interest and well-being and in the selfinterest of the White race as a whole.

While they don't

ignore the harm that racism does to Third World people,
they take this understanding as a given and direct their
comments to how racism hurts them as Whites.
For example, Lillian Smith, in her description of
how her relationship with the visiting Black child end¬
ed, describes how it pained her to have her freedom to
pursue meaningful relationships blocked by racism.

In

her Chapter "The Women," (Killers of the Dream), she
describes how the concept of Sacred Womanhood was founaed on racist mythology of White women's asexuality and
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the oversexuality of Black men and women.

The conse¬

quences of this de-sexualization of White women, who
were trapped'by the intertwining of racism and sexism,
is described in the following passage,
"The majority of Southern women convinced them¬
selves that God haa ordained that they be de¬
prived of pleasure and meekly stuffed their
hollowness with piety, trying to believe the
tightness they felt was hunger satisfied.
Culturally stunted by a region that still pays
nice rewards to simple mindedness in females,
they had no defense against blandishment.
They
listened to the round words of men's tributes
to Sacred Womanhood . . . Once hoistred up by
the old colonel's oratory, they stayed on lone¬
ly pedestals and rigidly playea "statue" while
their men went about more important affairs
elsewhere."
(Smith, pp. 122-123)
Smith also gives careful thought to how racism is used
as a tool by the rich and powerful to divide the ex¬
ploited White laboring class from the exploited Black
laboring class, by-providing Whites with a sense of
psychological superiority that masked their economically
inferior status.

On a more global scale, she views the

eradication of colonialism and other forms of racial
oppression as necessary for the survival of the planet.
Or stated in reverse, she saw a clear and present danger
for the White race specifically and the human race in
general, in the continuation.of racism, colonialism in
the Third World ana the arms race by the First and Sec-
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ond World.
Lois Stalvey also saw the presence of racism ana
Black reaction to it as a threat to her safety and to a
safe future 'for her children.

She recognized that

racism had made her ill-equipped to live in a racially
diverse society and recognizing that she did not want
her children hampered in the same way she tried to
counteract the racist environment they grew up in by
teaching them Black history,
World culture,

exposing them to Third

and working for changes in the schools.

Anne Braden offers a somewhat different perspective
on White self-interest.

She feels that racism is dehu¬

manizing to White people and as such has spiritual
costs,

which though less tangible than the threat of

violence,- or economic loss is no less real to her.

For

example she describes her shock at encountering a White
man whom she had long admired advocating lynching.
Opposed to a federal anti-lynching law he told Anne:
"We have to have a good lynching every once in a while
to keep the nigger in his place."

Anne was shocked at

this man's statement advocating murder, and asks "What
could segregation ever do to the Negro as terrible as
the thing it had done to this White man?" (Braden, p.
25).

Disturbed by what she saw as the

racism,

madness

of

she felt compelled to address the source of the
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madness.
Anne Braden,

like Lillian Smith also felt very

angry and hurt about being deprived by racism of her
freedom to do as she pleased.

When Anne Braden and her

husband Carl bought a house in an all-White neighborhood
and then sold it to a Black friend in a pre-arranged
deal,

they were arrested.

Their motive in selling the

house initially was to help a friend and fellow union
member fina housing,

not to challenge a racist system.

But as a result of their actions,
the object of hostility,

they found themselves

death threats and indictment

on criminal charges of sedition.

This reaction by White

society so enraged them that they became involved in
anti-racist activity in self-defense.

Initially tney

could not believe that their freedom to do as they
wished to help a friend, could be so threatened and
their motives to challenge racism arose from a concern
for their own freedom to do what they felt was right.
While these examples provide helpful indicators of
the range of types of White self-interest, they don't
address all of the questions about the issue of White
self-interest adequately.

They do however suggest tnat

Whites at the same stage of White identity Development
can have multiple self-interests or different self-in¬
terests for the same behavior.

Terry

(1978) proposes
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that Kohlberg's stages of moral reasoning correspond to
his structures of belief - for every structure of belief
there is a self-interest/motive to maintain the status
quo or to change it, that reflects the stage of moral
reasoning.

Yet in this White identity model the author

found a variety of statements of self-interest,

that

reflect different stages of moral development.

For ex¬

ample Stalvey and Smith view racism as a threat to their
survival and well-being,

thus in part,

their motive to

change racism is based on fear - fear of backlash, vio¬
lence or revolution by the oppressed, or fear of White
response to Third World revolution.

This reasoning

seems to fit into Kohlberg's first stage - the Punish¬
ment and Obedience Orientation; or the fourth stage Law and Order Orientation.

Braden,

Smith and Stalvey

also view racism as morally wrong, unjust, unethical
and a violation of the Golden Rule, which reflects the
sixth stage of Kohlberg’s model - the Universal Ethical
Principle orientation.

And Smith and Braden both ex-

press concerns at how racism hurts them, which reflects
an Instrumental Relativist orientation - stage two in
Kohlberg's model.

A question tnat emerges from these

observations is - do whites at each stage of White ioen
tity development represent all of Kohlberg's stages of
moral reasoning or as

Terry suggests, does each stage
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of development have its own dominant stage of moral
reasoning and self-interest.

These questions require

additional research.
A third issue that is raised by this model focuses
on the psychological consequences of racism to Whites.
In Chapter I,

the author stated that researchers who

study race awareness and racial identification typically
do not direct their analysis of racism's affects to the
dominant group.

The author stated that this area needed

to be further explored in future research.
In light of the author's examination of the stages
of White identity development,

some psychological costs

of White racism to Whites begin to emerge.

First,

in

the process of moving from the stage of pre-socializa¬
tion

(Stage I) to the stage of Acceptance, Whites learn

to deny their feelings,
about race,

questions and natural impulses

because they are often punished for behaving

"naturally” and not according to acceptable white stan¬
dards.

Children at this stage may also learn that two

important role models
erless,

(parents) are hypocrites and pow¬

or unwilling to do what they feel is right.

They also develop guilty feelings for acting in socially
inappropriate ways.

Lillian Smith provides a succinct

description of her psychological states during her
transition from Stage I to Stage

II.
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"I knew my mother and father whom I passion¬
ately admired had betrayed something which they
held dear.
And they could not help doing it.
And I was shamed by their failure and frighten¬
ed for I felt they were no longer as powerful
as I had thought , . . But I felt compelled to
believe they were right.
It was the only way
my world could be held together."
(p. 27)

In this transition period, Whites begin to learn
to rationalize or justify, their beliefs and actions.
This involves denying what they feel is right.

This

represents a denial of reality, which is needless to
say,

a condition of mental ill-health.

By the stage of

acceptance Whites have developed a systematic rational¬
ization for their behavior and for racial inequality.
They have also developed and exhibited a false sense of
superiority and "normalcy."

They have attained a sense

of themselves racially that is based on who they are
not.

Therefore they are psychologically dependent for

their racial identity on the inferiority of Third World
people.

Obviously these psychological costs need to be

further studied and analyzed.
The five stage model presented in this study was
the result of an initial,

exploratory research.

This

study was not designed to establish empirical support
for the generic social identity model or for its appli
cability to the experience of White people.

Therefore

for this model of White identity stages to be most use
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ful,

additional research needs to be condupted.

Spe¬

cifically the following questions arise from this work,
and require further study:

(1)

Is the generic model of Social identity de¬
velopment proposed in Chapter III a valid
model?

(2)

Can the generic model of social identity
development be applied to a socially dominant
group experience, i.e., the White group?

(3)

Are the five White identity stages outlined
by this author valid, and are the stages se¬
quential as outlined?

If the existence and developmental sequence of the
stages were established the White identity model could
have several practical applications.

It could be used

as an example of how members of dominant or oppressor
groups develop an anti-oppressive consciousness.

It

could suggest objectives for the design of conscious¬
ness-raising or White awareness training programs.

The

model could be developed into a diagnostic tool for
assessing White consciousness,

and understanding intra-

racial and inter-racial interactions.
Implications of this study for research on racism and
social identity development.
(1)

This study suggests that social identity research

needs to expand its focus to include dominant or "nor-
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mal” groups,

not just "deviant" or "minority" groups.

Members of dominant groups have a social identity also,
although it is different from the social identity of
oppressed groups in that it is often unconscious.
(2)

The authors cited in this study describe negative

personal effects that racism had on them, whether they
acquiesced to racist norms or resisted them.

The posi¬

tive and negative effects of racism on Whites needs to
be explored in race relations research.
(3)

This model suggests that racist ideology is present

in the normal day to day living experiences of White
Americans.

This suggests that racism should be viewed

by social science as part of the normal fabric of Amer¬
ican life,
(4)

not as an aberration or exception.

This study suggests that it is within White self-

interest to eradicate racism.

White self-interest is a

relatively unexplored area of race relations research.
More scholarly research needs to be directed to this
issue,

to determine how to appeal to White self-interest

in anti-racism strategies.
(5)

An assumption on which this study was based is that

racism is a key

foundation of White racial identity at

the present time.

There may be other possible influ¬

ences on the development of White identity that this
author has overlooked.

■
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(6)

This study did not focus on the interaction between

other aspects of social identity
city,

religion,

(i.e.,

sex-role, ethni¬

class) and White racial identity.

The

interaction between White ethnic identity and White ra¬
cial identity needs to be explored.
to this interaction include:

Questions related

Do different White ethnic

groups develop a different sense of Whiteness; Does the
existence of ethnic oppression of some Wnite groups
affect their racial identity development as members of
the dominant racial group?

Implications of this study for education.

The formal

education system functions as a primary agent of social¬
ization in our culture.

In this role it has the poten¬

tial to both maintain the status quo and promote change.
The authors whose autobiographies were analyzed in this
dissertation all discussed the important role that edu¬
cation played in the development of their racial con¬
sciousness.

While racism in education has become the

object of intensive scrutiny in the past decade, and
efforts at reform have begun,

educators need to be con¬

tinually aware and sensitive to the ways that more sub¬
tle forms of racism are conveyed in teaching materials,
teacher behavior and in the aynamics of the entire
school environment.

One major effort at addressing

219

racism in the school curriculum in the past decade has
been the introduction of multi-cultural educational
programs.

The introduction of these curricula repre¬

sents a significant advance in the steps toward educa¬
tional equity.

However, multi-cultural education ef¬

forts have addressed only part of the problem.

Classes

in ethnic studies generally teach about the history,
literature or culture of Third World groups because
these groups have traditionally been omitted in American
history.

The incorporation of curriculum materials that

include Third World people is essential,

but ethnic

studies programs fall short by failing to view White
history,

literature,

etc.

as part of ethnic studies.

This results in a continuation of the unconscious as¬
sumption of White experience as the norm.

Many ethnic

studies courses are taught as supplements to the exist¬
ing curriculum,

instead of being incorporated into a

revision of the standard curriculum.

For example,

schools have courses in "American history"

(unrevised

and White oriented history) and special units on "Minor¬
ities in American Life"; or "Major American Writers"
(all White and male) and

"Afro-American Literature" as

a separate course or unit.

This results in an uncon¬

scious portrayal of Whites as Americans,
the norm,

or people, or

while others are seen as "ethnic people.
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Another concern for education is that multi-cultural
curriculum hasn't addressed the instructional process.
While mu1ti—cu1tura1 education has focused on revising
the curriculum,

no similar large scale efforts have

been made in revising the instructional process - the
teaching methods and tne perceptual and cognitive
styles that these methods are geared to.

This results

in multi-cultural materials being taught through White
instructional modes, or as the title of one article
refers to it,

"Ethnic Studies and White Instruction."

This model also suggests that teachers need to be
better prepared to handle questions about race and
racism in the classroom.

Texts on child development

and early childhood education that are used to train
teachers,

day care professionals and others who work

with children ignore the issue of how and when children
>i

.

develop an awareness of their own race and the race of
others,
identity

and their attitudes and values aoout racial
(Derman-Sparks,

Higa and Sparks 1980, p.

3).

Teacher preparation programs should prepare teachers to
expect that children will have questions about racial
issues as they progress from the stage of Lack of Social
Consciousness,

through the other White identity stages.

This model could assist teachers in understanding the
questions,

or dissonant issues that arise at dirferent
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stages of development.
This chapter attempted to discuss some of the out¬
comes and implications of this study for further re¬
search on White identity.

BIBLIOGRAPHY
Berry, Wendell.
The Hidden Wound.
Mifflin Co., 1970.
Billig, Michael.
Relations.

Boston.

Houqhton

Social Psychology and Intergroup
London, Academic Press, 1976.

Blauner, Robert and Wellman, David.
"Toward the De¬
colonial ization of Social Research."
In 0. Ladner
(Ed.) The Death of White Sociology.
New York,
Vintage Books, 1973.
Block, Jeanne H.
"Conceptions of Sex Role:
Some CrossCultural and Logitudinal Perspectives."
American
Psychologist, 1973, 28.
Blumer, Herbert.
"Research Trends in the Study of Race
Relations."
International Social Science Bulletin,
Vol. X, No. 3, 403-47.
Rpt. Paris, UNESCO, 1966.
Bowser, Benjamin.
Letter to Prospective Conference Par¬
ticipants.
n.p.
December 10, 1979.
Braden, Anne.
The Wall Between.
view Press, 1958.

New York Monthly Re¬

Brown, Ina Corinne.
Understanding Race Relations.
Englewood Cliffs, New Jersey, Prentice-Hall, Inc.,
1973.
Caditz, Judith.
White Liberals in Transition.
York, Spectrum Publication, Inc., 1976.

New

Chessler, Mark A.
"Contemporary Sociological Theories
of Racism."
In P. Katz (Ed.) Towards the
Elimination of Racism.
New York, Pergamon Press,
Inc., 1976.
Cross, William E., Jr.
"The Negro-to-Black Conversion
Experience."
In Joyce A. Ladner.(Ed.) The Death
of White Sociology.
New York, Vintage, 1973.

222

223

Dashefsky, Arnold (Ed.).
Ethnic Identity in Society.
Chicago, Rand McNally College Publishing Co., 1976.
Davidson, Laurie and Gordon, Laura Kramer.
ogy oT Gender.
Chicago, Rana McNally,

The Sociol1979.

DeVos, George A. and Romanucci-Ross, Lola.
Ethnic
Identity, Cultural Continuities and Change.
Palo
Alto, California, Mayfield Publishing Co., 1973.
Duberman, Lucille.
Gender and Sex in Society.
York, Praeger, 1975.

New

Edler, James M.
"White on White:
An Anti-Racism Manual
for White Educators in the Process of Becoming."
Unpublished Ed.D. Dissertation.
University of
Massachusetts, 1974.
Erikson, Erik H.
Identity, Youth and Crisis.
W.W. Norton and Co., Inc., 1968.
Freire, Paulo.
Pedagogy of the Oppressed.
Herder and Herder, 1972.

New York,

New York,

Glenn, N. and Weiner, D.
"Some Trends in the Social
Origins of American Sociologists."
The American
Sociologist, 1969, 4, 291-302.
Goodman, Mary Ellen.
Race Awareness in Young Children.
New York, Collier Books, 1964.
-Goslin, David A. (Ed.).
Handbook of Socialization
Theory and Research.
New York, Rand McNally and
Co., 1969.
Gouldner,
ogy .

Alvin.
The Coming Crisis of Western Sociol¬
New York, Avon, 1970.

Gregory, Susan.
Hey,
and Co., 1970.

White Girl.

New York, W.W.

Norton

Hauser, Stuart T.
Black and White Identity Formation.
New York, John Wiley and Sons, Inc. , 1971.
Hayes-Bautista, David E.
"Becoming Chicano:
A Disassimilation Theory of Transformation of Ethnic
Identity."
Unpublished Ph.D. Dissertation.
University of California at Santa Barbara, 1974.

224

Hecht, Edward.
"Anti-Racist Development in a Selected
Group of White People."
Unpublished Ph.D.
Dissertation.
Union Graduate School, 1977.
Hooper, Michael.
"The Structure and Measurement of
Social Identity."
Public Opinion Quarterly, 1976,
(SUM) Vol 40 (2) 154-164.
Howe,

Louise Kapp.
Vintage Books,

The White Majority.
1970.

New York,

Jackson, Bailey W. '"The Function of a Theory of
Identity Development in Achieving Relevance
Education for Black Students."
Unpublished
Dissertation.
University of Massachusetts,
Jones, Reginald L. (Ed.).
Harper and Row, 1972.

Black Psychology.

_.
Black Psychology.
2nd edition, 1960.

New York,

Black
in
Ed.D.
1976.

New York,

Harper & Row,

Katz,

Phyllis.
Towards the Elimination of Racism.
York, PeTgamon Press, Inc., 1976.

New

Kim,

Jean.
"Processes of Asian American Identity Devel¬
opment:
A Study of Japanese American Women's Per¬
ceptions of Their Struggle to Achieve Positive
Identities as Americans of Asian Ancestry."
Unpublished Ed.D. Dissertation.
University of
Massachusetts, 1981.

King,

Larry L.
Confessions of a White Racist.
York, The Viking Press, 1971.

New

Kinloch, Graham C.
The Dynamics of Race Relations.
York, McGraw-Hill Book Company, 1974.

New

Kohlberg, Lawrence A.
"A Cognitive-Developmental Analy¬
sis of Children's Sex-Role Concepts and Attitudes.
In Eleanor Maccoby (Ed.) The Development ot Se_x
Differences.
Stanford, California:
Stanford
University Press, 1966.
Ladner, Joyce A.
The Death of White Sociology
York, Vintage Books, 1973.

New

22 5

Levy,

Charles.
Voluntary Servitude:
Whites in the
Negro Movement.
New York, Appleton-Century-Crofts,
1968*

Litton, Robert Jay.
Explorations in Psychohistory.
York:
Simon and Schuster, 1974.

New

McGuire, William J., McGuire, Claire V., Chilo, Pamela,
and Fujioka, Terry.
"Salience of Ethnicity in the
Spontaneous Self-Concept as a Function of One's
Ethnic Distinctiveness in the Social Environment."
Journal of Personality and Social Psvcnoloav.
1978, May, Vol. 36 (5).
Mussen, Paul H.
"Early Sex-Role Development."
In Hand book of Socialization Theory and Research.
David
A. Goslin (Ed.).
Chicago, Rand McNally, 1969.
Paley, Vivian Gussin.
White Teacher.
Cambridge,
Massachusetts, Harvard University Press, 1979.
Parming, Tonu.
"The Nature of Ethnic Identity."
Unpub¬
lished Ph.D. Dissertation.
Yale University, 1976.
Pleck, Joseph H.
"The Male Sex Role:
Definitions,
Problems and Sources of Change."
Journal of
Social Issues.
1976, Vol. 32 (3).
Porter, Judith D.R.
Black Child, White Child.
bridge, Harvard University Press, 1971.

Cam¬

Rebecca, M., Hefner, R., and Oleshansky, B.
"A Model
of Sex Role Transcendence."
Journal of Social
Issues.
1976, 32 (No. 3).
Robbins, Richard H.
"Identity, Culture and Behavior."
In Handbook of Social and Cultural Anthropology,
Edited by John J. Honigmann.
Chicago, Rand McNally
and Co., 1973.
Rollins, Joan H.
"Reference Identification of Youth of
Differing Ethnicity."
Journal of Personality a_nd
Social Psychology, 1973, May, Vol. 26 (2).
Ryan, William.
Blaming the Victim.
Press, 1971.

New York,

Vintage

Simon, Herman.
Jewish Trientitv. A Social Psycnological
Perspective"
Sage Publications, 1977.

226

Smith, Lillian.
Killers of the Dream.
New York, Anchor Books, 1963.

Garden City,

Stalvey, Lois Mark.
The Education of a WASP.
William Morrow and Co., 1970.

New York,

Stalvey, Lois Mark.
Getting Ready.
Morrow and Co., 1974.

William

New York,

Stein, Howard F. and Hill, Robert F.
The Ethnic Imperative, Examining the New White Ethnic Movement.
University Park and London, The Pennsylvania State
University Press, 1977.
Strauss, A.L.
Mirrors and Masks:
The Search for Iden¬
tity .
New York, Macmillan Glencoe Press, 1959.
Stringfellow, William.
My People is the Enemy.
York, Holt, Rinehart and Winston, 1964.
Sue,

S. and Sue, D.W.
Mental Health."

New

"Chinese-American Personality and
Amerasia Journal, 1 (1971) 36-49.

Sutherland, Elizabeth (Ed.).
Letters from Mississippi.
New York, McGraw-Hill, 1963.
Tarfel, Henri.
"Social Identity and Intergroup Behav¬
ior."
Social Science Information, 1974, Apr.,
Vol. 13 (2).
Terry, Robert W.
"White Belief, Moral Reasoning, SelfInterest and Racism."
In Belief and Ethics.
Edited by W.W. Schroeder and G. Winter.
Ctr. Sci.
Study, 1978.
Thomas, Charles W.
Boys No Mure.
fornia, Glencoe Press, 1971.

Beverly Hills,

Cali¬

Tumin, Melvin.
"Some Social Conseguences of Research on
Racial Relations."
In Racial Attitudes in America.
Edited by J. Brigham and T. Weissbach.
New York,
Harper and Row, 1972.
Turner, John C.
"Social Comparison and Social ldentity
Some Prospects for Intergroup Behavior."
European
Journal of Social Psychology, 1975, Vol. 5 (1).
Unger, Rhoda K.
Row, 1979.

Female and Male.

New York,

Harper ano

227

Wellman, Barry.
"Social Identities in Black ana White."
Sociological Inquiry.
41 (Winter) 1971 No. 1.
Wellman, David T.
Portraits of White Racism.
Cam¬
bridge, Cambridge University Press, 1977.
Wheelis, A.
1958.

The Quest for Identity.
-

New York.

Wilson, W.
Power, Racism and Privilege.
millan , 1973.

New York, Mac¬

Wynes, Charles E. (Ed.).
Forgotten Voices.
Louisiana State University Press, 1967.
Yorburg, Betty.
Co., 1974.

Sexual Identity.

Norton.

Louisiana,

New York, Wiley and

Zavalloni, Marisa.
"Social Identity:
Perspectives and
Prospects."
Social Science Information, 1973,
June, Vo 1. 12 (3).

